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VABSTRACT
Humanizing Multicultural Teacher Education:
Focus, The Teachers of Black Students
in a Selected School Community
June 1977
Vida Milton Van Brunt, B.A.
,
Talladega College,
M.A., New York University, N.Y.C.
Ed.D.
,
University of Massachusetts
Directed by: Professor Alfred Alschuler
This study addresses the issue of multicultural
education within the context of teacher training programs
that train teachers to work with culturally and
linguistically different students.
The purpose of this study focuses on humanizing
multicultural education for teachers of black students in
a selected school community of the San Diego, California
area. It reviews literature from the fields of humanistic
and multicultural education and draws upon more than thirty
years of personal experience of the author to identify
eight characteristics of a humanistic multicultural
approach essential for teacher training programs in this
country. These eight characteristics are used as the
underlying basic framework of the study.
Specifically, the study provides a collaborative
process for securing input into the development of the
vi
Black Component of the CHCALT Multicultural Teacher
Training Process at San Diego State University.
To determine the viability of the CHCALT as a vehicle
for humanizing multicultural teacher education, the four
components of this Teacher Training Process are analyzed in
light of the selected eight characteristics. This analysis
appears in Chapter II, followed by a further investigation
of the CHCALT through a conference of black parents and
educators in Chapter III.
The results of input from parents and educators is the
recommendation of four crucial areas of competency for
teachers of black students.
These competency areas form the basis for the develop-
ment of the four teacher training modules outlined in
Chapter IV that incorporate the responses from black
parents, educators and a wide spectrum of teachers,
counselors, teacher trainers and administrators who are
involved in the education of black students. The modules
are written in a competency based format, and illustrate
the possibility of combining competency based education
with humanistic multicultural education.
Chapter V summarizes the issues addressed in the study
and answers the following questions for the purpose of
further research and operationalization of the eight
humanistic and multicultural characteristics:
vii
1« What implications do the four illustrative teacher
modules developed for the black component of the
CHCALT have for humanizing other multicultural teacher
training programs?
2. What conclusions can be drawn concerning
humanizing teacher training for multicultural education
which would benefit all students?
3. What are some of the limitations of this
dissertation, and problems for further study?
The results of this study suggest that an effective
humanistic multicultural approach demands:
1. A committed school community support group
representative of all groups in the school community.
2. Training of all teachers in the ethnic specifics
of all students, as suggested for Blacks in this study.
3. Broad-based structures for bridging the gap
between the academic demands of the university and the
realistic needs and aspirations of the school community.
4. A structure for bridging the gap through a support
group of parents and community people in any one school
community who are active and open to dialogue with
educators concerning their children and involved in the
training design.
5. Universities and schools, to accept and utilize
community resource in training and retraining teachers, ana
that dialogue be continuous and ongoing.
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6. A field-based teacher training process with
P^-ovisions for feedback from trainers competent in know-
ledge and understanding of the school community.
Humanizing multicultural preparation of teachers is
only one step toward humanizing education for black
students. The areas of competency identified in this study
were presented and accepted by educators and parents in the
San Diego school community as promising one approach to
the problem.
ix
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1CHAPTER I
INTRODUCTION
A crucial need facing the nation today is to provide
equal educational benefits for all of the nation's youth.
Much of this problem stems from the fact that education in
general has not kept pace with a rapidly changing world.
The level of consciousness about the inadequacies of
education is growing among a greater number of individuals
and groups. The struggles for recognition by many
minority groups have resulted in pressures on all insti-
tutions, including the schools, to become more responsive
to the demands of a culturally diverse society.
Chief among the pressures directed at education is
that the preparation afforded teachers is inadequate in
relation to the expectations and demands of a rapidly
. .
-n
growing culturally pluralistic world. Teacher training,
like education in general, has not prepared teachers to
operationalize equal educational benefits. As a result,
numerous dehumanizing situations are occurring daily in
the classrooms throughout the nation as cross-culturally
deficient" teachers work with the "culturally different"
learner (Arciniega, 1975)
.
Dehumanizing conditions, so common in our schools
today are in direct violation of the basic principles
of
2human rights and dignity. They are the result of a long
history of traditionally training all teachers to promote a
monolingual, monocultural society. From earliest moments
of public schooling in the United States, the primary
business of the schools was assumed to be the assimilation
of all learners into the "mainstream of so-called 'American
culture.
[
The admission fee for all entering this white
European-American culture was the loss of culturally
different identities. This loss of identity, however, was
only possible for a few "white ethnics" who were able,
because of their skin color, to be swallowed up in the
mainstream of Anglo-Saxonism. By far, the majority of
white ethnics and persons of Mexican, Spanish, Asian and
African heritage took refuge in their ethnic enclaves where
they enjoyed the comforts of their own culturally specific
languages, behaviors and life styles. Thus, the Greek-
towns. Little Harlems, Little Tokyos
,
Chinatowns, Jewtowns
flourished. Meanwhile, the first Americans, excluded from
citizenship rights, were relegated to Reservations (Hunter,
1974; Gordon, 1974)
.
From the beginning of public education in America,
great disparity has existed between the principle and
practice of basic human rights. The 1968 Report of the
Task Force on Human Rights states that:
"America was colonized by people who, in fleeing from
repressive governments in lands, where their rights
were limited or nonexistent, had great reverence for
3human rights. America was founded upon the recog-
nition that human rights are universal and innate
something a man is born with, not something he canbe required to learn. This is the legacy of idealsto the present generation from the fathers of our
country. But the present generation of Americans
has another legacy from America's past as well—
a
dismal legacy of discrimination and denial in
practice of human rights to certain groups— in
violation of the ideals." (Hunter, 1974, p. 12)
Our schools are a reflection of the society in which we
live. Education, therefore, has suffered from this same
great disparity between principle and practice, over the
years
.
During the period immediately following World War II
and throughout the turbulence of the 1960's and 1970 's,
this nation experienced growing pressures on all institu-
tions, especially the schools, to become more responsive to
the needs of all people. The 1954 Supreme Court decision
in the case of Brown v. Board of Education of Topeka gave
impetus to the demand for changes in education:
"Today, education is the most important function of
the state and local governments .... In these
days it is doubtful that any child may reasonably
be expected to succeed in life if he is denied the
opportunity of an education. Such an opportunity
where the state has undertaken to provide it, is a
right which must be made available to all on equal
terms." (Hunter, 1974, p. 16)
Since this landmark decision was rendered in 1965, there
has been a rise in the level of consciousness of many and
varied groups concerned with their legal rights, and the
long-neglected issues of achieving multiculturalism in our
society. This growing consciousness manifested itself in
4the protests of the Black Movement of the late 1950's and
1960's, followed by the "Movimiento Chicano," the American
Indian Protest, the Women's Movement, and more recently,
voices of protest from all other minority groups. Much of
this protest is directed at education and the schools.
The increased pressures upon education and the schools
have placed more dehumanizing demands upon teachers. Many
of these demands are for effective teacher performance in
not addressed in most teacher training experiences.
Training in competencies in multicultural education is one
of these areas.
Statement of the Problem
The problem focus of the study addresses the following
questions
:
1. What are the characteristics of a humanizing multi-
cultural teacher training?
2. How are these characteristics reflected in CHCALT
teacher training competencies identified for teachers of
black students in a selected school community of San Diego,
California?
3. What characteristics and competencies are crucial
for a humanistic multicultural teacher training program
designed for teachers of black students?
4. What is a viable process for designing a compe-
tency based multicultural teacher training sequence that
5incorporates essential characteristics for humanizing
Multicultural teacher training?
Purpose and Significance
With growing pressure for multicultural education, and
the increased demand to meet the need for multicultural and
cross-cultural strategies in the classrooms of this nation,
teachers and learners stand to suffer even more dehumani-
zation if teacher training institutions and school districts
do not join hands with parents and community leaders to
prepare for humanizing multicultural education.
Literature and observation indicate that teacher
preparation programs do not address those skills and
sensitivities essential for effective teacher performance
for multicultural education. The demands placed upon
teachers are dehumanizing in the absence of training in
these crucial skills.
The purpose of this study is to design a competency
based multicultural teacher training sequence which will
bring together the essential characteristics for humanizing
multicultural teacher training. The special cultural focus
of the study is the black student in a multicultural
setting
.
The framework for the development of the training
sequence is the CHCALT (Community, Home, Cultural Awareness,
Language Training) teacher preparation process of San Diego
6State University. This process consists of four competency
based, interdisciplinary components especially designed to
train teachers of the culturally and linguistically
different student.
The present study provides for a process for humani-
zing multicultural teacher training within the four
components of the CHCALT Process.
The significance of the study is twofold: First, it
demonstrates a collaborative planning process which
involves input from the multiple role groups necessary for
broad-based planning and decision-making in relation to
any one selected school community. Second, the study
provides a process which incorporates elements of humanis-
tic education, multicultural education and competency based
education, and that addresses needs for training teachers
for a multicultural setting.
Definitions of Terms
The following terms are described here as they are
used in the study.
Ill ESk''Multicultural education . A process in which personnel,
curriculum materials and teaching strategies are rooted in
the concept of Cultural Pluralism, committed to preserva-
tion of cultural diversity for all peoples as opposed to
conditions or compromises denying the right of options and
alternatives,- values and respects multilingualism,
7cross-cultural ism, and bidialectism.
Cultural pluralism
. A concept which considers human
rights as sacred, endorses the principle of diversity as a
positive force, rejects assimilation and advocates equal
benefits to all peoples; maintains that institutions of a
pl^^^listic society must reflect and preserve diversity of
its people.
Humanistic education
. Education in which is reflected
the value, worth and dignity of each individual, considers
first the "needs" and "wants" of learners, involves the
learner in decisions about his or her own learning and
respects self-knowledge as "good" and "valuable."
Humanizing teacher preparation for multicultural
education . A process objective in achieving the goals of
multicultural education in a culturally pluralistic
society; providing a climate for becoming more human;
training of teachers in competencies which will equip them
as learners/teachers and builders of curriculum in multi-
dimensional settings in which the objectives, activities
and experiences provide maximum benefits for growth in:
1. Knowledge and awareness of self in relation to
others.
2. Well defined pedagogical skills in relation to a
subject matter discipline, and sensitivity to the need for
continuous interdisciplinary dialogue and planning.
83. Humanistic interaction skills in social relation-
ships for working with all peoples in developing skills
which enable them to assume active roles in reshaping
society.
4. Specialized skills related to the culture,
language, life styles, and customs of the target population
served.
Humanizing
. Making more human, the act or approach of
making or providing for relations, decisions, interactions,
strategies, process, materials and experienced based on
learner "needs" and "wants."
Becoming more human . Knowledge of historical,
cultural, and social self; ability to more accurately assess
one's attitudes and culturally related behaviors manifest
in interrelationships with others.
Humanizing teacher preparation . Preparing teachers as
learners and builders of curriculum in multidimensional
settings in which activities and experiences are related to
language, culture, value clarification, conflict resolution
and prescribed social relationships related to all peoples
in a culturally pluralistic society.
Affective interactive skills . Skills for interacting
with learners in affective relationships, warmth, concern,
love, action, skills for moving into working with changing
and reshaping because you are warm and caring
.
9Self-knowledge
. Self-knowledge is the development of
knowledge of self in relation to others. it is the ability
to more accurately assess one's self-attitudes and
behaviors in interactions with others. Self-knowledge can
be learned, and once this becomes a requisite skills area
for teachers, new vistas will conceivably open in the area
of competencies for affective interaction in cross-cultural
ventures with learners of varying cultural backgrounds.
Training and experience in this area should take into
consideration at the very outset that most measurement in
this area will need to depend largely on self-assessment.
Limitations
This demonstration teacher training component is
delimited to the black student in a selected school
community of San Diego.
The study is designed to demonstrate how a Humanizing
Multicultural preparation of teachers, though similar in
some respects to so-called traditional training programs,
greatly facilitates achieving Cultural Pluralism as a
reality in the education process of the nation.
’Basic to the process is the input from black educators
as they respond to the concerns of parents and teachers of
black students in a designated school community. The
concerns explored are related to four specific areas
identified in. the CHCALT Training process of the School of
10
Education Multicultural program of San Diego State
University; specifically, a Philosophy of Education for the
Culturally and Linguistically Different, Sociocultural
Awareness in Relation to Community, Home, Cultural Aware-
ness and Language Training, Language and Communication and
Diagnostic and Prefepective Strategies for Change.
Organization of Dissertation
Chapter II presents a review of the literature from
the fields of both humanistic and multicultural education;
selects some characteristics from each of the fields that
are basic to a humanized multicultural approach; relates
these characteristics to the personal experience of the
author as a teacher and as a trainer of teachers and
summarizes the CHCALT Teacher Training process in the light
of these selected humanistic multicultural characteristics.
Chapter III develops the process for defining the
content of the black component of the CHCALT multicultural
teacher training process from a black perspective.
In Chapter IV the reactions of teachers of black
students to the areas of teacher competency identified by
black parents and educators are incorporated in the Module
Cluster outlines.
Chapter V contains the summary of the study,
conclusions and recommendations.
11
CHAPTER II
REVIEW OF THE LITERATURE
The Need for Humanizing Multicultural
Education
Following the launching of Sputnik in the 1950's,
America was faced with unprecedented pressures and demands
for mass production of experts in science and mathematics
who would secure the nation's position of superiority in
efforts to conquer outer space.
The emphasis during this period on developing new
curricula for selected disciplines caused education and the
schools to neglect the concern for human beings' relation-
ships to themselves and to other human beings. The
subsequent reaction to exclusive attention to developing
these specialized technological skills may have been the
impetus which gave rise to the new emphasis on a more
humanistic approach in all areas.
Advocates in the field of humanism in education made
frequent references to words such as love, warmth, positive
self-image and respect for others as basic to the desired
"climate for learning" and goals of education in the
nation's schools.
Education and the schools were criticized for the
failure to deal with affective goals; for example,
12
developing sensitive, autonomous, thinking, and humane
individuals (Silberman, 1970; Glines, 1973; Fox, 1966;
Weinstein and Fantini, 1970)
. Growing consciousness for
the need to humanize the schools resulted in the appearance
of numerous articles and studies examining the schools for
existing dehumanizing elements. These criticisms of the
schools as being dehumanizing were well documented during
the past decade by concerned writers such as Goodman (1964)
and Leonard (1967) . Both advocated eliminating compulsory
education because the dehumanizing conditions in the schools
made it better for children to be "free" from the demands
for compulsory education. Schools were said to give more
attention to discipline than real education (Silberman,
1970) . Schools destroy the natural capacity which
children have for learning (Gross and Gross, 1969) . Others
leveling serious criticisms about the dehumanizing elements
in the classroom include Holt (1967) , Henry (1967) , Kohl
(1967), Kozol (1968), and Herndon (1965). MacDonald (1969),
in speaking of the climiate of the high school, advocated
humane high schools which would free students to reach
their potential rather than alienating them.
’Continuous criticisms of the schools served to arouse
not only the general public but to activate the interest of
concerned persons cutting across the various academic
disciplines. According to Patterson (1973), the new
emphasis on humanistic education was not just on being
13
humanistic in relation to teaching subject matter, but
equally as important, the focus it provided on "developing
persons who understand themselves, who understand others
and who can relate to others."
During the 1960's and 1970's the term "humanistic
education became a label for many different programs and
activities. Fantini (1974) described the movement to
humanize education as aspiring to humanize an advanced
industrial society. The movement, according to Fantini,
should provide leadership not only to the search for
personal growth, but should provide people who act directly
to solve the problems of today's world. This is in direct
opposition to those self-styled humanists who advocated
withdrawal from the world to examine self.
The thrust for humanizing education is not recent.
It has been expressed by leaders in the field for some
time. However, one only needs to examine the reality of
day-to-day classrooms to realize that there is great need
to effect the changes needed to bring the concept to
fruition (Jones, 1974)
.
The imperatives for humanizing education have been
around so long that they have become both utopic
'and commonplace. They haven't been achieved
because the strategies need to be refined. (Jones,
1974, p. 6)
In summary, it is apparently safe to say that very
little has been done to correct many of the obvious
dehumanizing factors in schools as described by leading
authorities in the field. A few illustrations of this
fact include the following:
14
Concerning Curriculum
In most schools today, curriculum is based
more on the requirement of the various subject
disciplines than on other needs. Rarely is
curriculum designed to help the student deal
in personal terms with the problems of human
conduct. (Weinstein and Fantini, 1970, p. 17)
Concerning School Climate
Schools dehumanize students by enforcing
rigid and stifling traditions. We must remove
these: lock step promotion of children from
kindergarten through twelfth grade; continued
use of racist and sexist textbooks and instruc-
tional materials; state or district adoption of
a single textbook per subject for all grade
levels; fixed curriculum patterns; competitive
grading systems based on the normal curve;
acceptance of the formal school as the only
institution for learning; and a school year of
9 or 10 months.
Concerning the Community
Schools dehumanize communities by acting
as though they don't exist except for getting
money. (Jones, 1974, p. 6)
Lastly, and at the heart of the concerns of this study,
other institutions of higher learning are failing to
humanize the preparation of teachers by not providing the
competencies (skills, knowledge, awareness) which will
enable them to become substantial contributors in humani-
zing education for students:
Institutions of higher education do little or
nothing to help prospective teachers to under-
stand, appreciate and teach about the backgrounds
of minority groups and the similarities and
differences among human beings. (Jones, 1974,
p. 16)
Five Selected Characteristics of
Humanistic Education
15
In examining humanistic education, five common
characteristics have been identified, related to the
emphasis of this study:
,1. A major characteristic of humanistic education is
that its goal is human development and it contributes to
the full development of people through education and
schooling (Weinstein, 1975; Alschuler, 1975; Jones, 1974).
Implied in this characteristic is the fact that
humanistic education gives priority to the individual and
his/her needs for development to fullest potential. It
also respects the fact that education is much broader than
that which is received in the formal school setting; it
recognizes that much of what an individual "learns" is
in relation to that which is experienced in a thousand
ways independent of the formal classroom. Important to the
concept of humanizing the educative process is that of
discovering, respecting and validating as useful that which
is brought into the situation by the learner: 'Training
teachers to validate learners has a high priority in
humanistic teacher training programs" (Weinstein, 1975,
p. 8) . Monez and Bussiere (1969) also stress the impor-
tance of teachers competent to discover and validate
learners, not so much in the sense of determining whether
but rather to have learners knowthey are right or wrong.
16
that they are "basically O.K."
An illustration of the importance of accepting and
validating is described by Monez and Bussiere (1969)
,
in
discussing the high school in human terms. They describe
the high school student as a young person bringing into the
school a unique personal world which has been put together
from numerous prior experiences. Recognition of facts such
as this by the teacher is "humanistic," as it has been
proven that the most important person in any effort to
humanize the schools is the teacher. The teacher is more
important than methods or materials. This is supported in
writings by Michael (1969)
,
Hamilton and Saylor (1969)
,
Soar (1969), Foley (1961), and Patterson (1973).
2. A humanistic approach in education is one which
emphasizes being humanistic, not just in relation to
subject matter; but equally important, emphasizes self-
understanding and understanding of others—their needs and
wants (Patterson, 1973; Alschuler et al., 1975; Hardin,
1975 ; Combs, 1974; Weinstein, 1975).
A part of the focus of this characteristic of
humanistic education is on developing individuals who
understand themselves, and are affective in their relation-
ship with others. This characteristic identifies self-
knowledge as "good," "valuable," and basic in moving toward
greater humanness. It implies that becoming human can be
learned. If.it can be learned, it can be taught, evaluated,
17
improved, and may continue to grow in effectiveness
(Alschuler et al., 1975). It further implies that the
affective is on equal par with the cognitive and emphasizes
the holistic approach in the teaching/learning process.
Self-knowledge is basic to understanding of one's
behavior in relationships with others. It is potentially
more than a characteristic for humanistic education. With
research, it may become a goal of humanistic
education (Alschuler et al.
, 1975). Implications of this
characteristic for teacher training are far reaching. It
is related to the need for teachers to have the ability to
assess themselves in relation to their interactions with
others (Combs, 1968). It also contributes to the ability
to act on one's own beliefs, a necessary trait in human
interrelationships (Hardin, 1975)
.
It is imperative that we understand ourselves, for we
observe others only through the glasses of our own values,
beliefs, and experiences (Combs, Avila, and Purkey, 1974)
.
Knowledge of self will place new meanings on our relation-
ship with others. The ability to move toward more
adequately interfacing self with world concepts, as well
as with other human beings is closely related to this
characteristic
.
3. Humanistic education emphasizes the worth and
dignity of each individual, and the importance of
experiences in interaction with other human beings which
18
are related to positive self-concept development. It
implies respect and regard for varying differences in
language, culture and life style as a necessary ingredient
in cross-cultural relationships (Jackson, 1975, Weinstein,
1975; Mazon, 1975; Washington, 1974; Arciniega, 1975).
People learn who they are and what they are from the
ways they are treated by the important people in their
lives" (Combs, Avila, and Purkey, 1974). By interacting
with others, each of us learns about being liked or dis-
liked; wanted or unwanted, or whether we are a success or
a failure. It is through positive experiences in this
area that human beings grow in accepting themselves as
persons of worth and dignity.
Sensitivities and knowledge in this area will greatly
influence the teacher's understanding of child responses,
verbal and nonverbal, as child and teacher interact daily.
Recognizing that each person brings that which is uniquely
his or her own experience into any given interactive
relationship will provide great insight for improving the
learning/teaching climate (Jackson, 1975; Flanders, 1974;
Washington, 1974; Van Brunt, 1973; Beatty, 1969; Ligons,
1973) .
Most important, and identified with this character-
istic, is the need of persons to succeed in academics as
well as in affective relationships (Sullivan, 1976;
Washington, 1974; Weinstein, 1975). In recognizing the
19
worth and dignity of each human being, humanistic education
approaches consider first the needs and wants of each
(Combs, 1971; Weinstein, 1975; Borton, 1973; Jackson, 1975).
It is humanistic education that recognizes the need to
individualize, and to provide options and alternatives
which involve the learner in decisions about what will be
learned, and for what purpose. It is nonprescriptive in
nature, and considers the needs and wants of the individual,
at any one stage of development.
A humanistic approach recognizes the unique contribu-
tion of culture and life style in influencing the
perceptions of persons in any one given time or place. It
respects the need of all peoples to have pride in their own
heritage, while accepting the rights of others for similar
expressions (Ember and Ember, 1973; Kerri, 1976).
This characteristic, in its emphasis on issues of
self-dignity and worth, defines humanism, as opposed to
labeling and perpetuation of stereotypes related to peoples
and groups and does not accept "deficit" models based upon
language, culture, or life styles as indicative of superior
or inferior status. Educators of various disciplines
emphasize and validate this humanistic characteristic
(Labov, 1969; Baratz, 1969; Johnson, 1969), warn of the
dangers of considering Black English as a deficit model,
and validate the language of the urban scene as a valuable
organized system of communication. This contention is also
20
supported by the research of Mitchell-Kernan (1976) and
Dillard (1972)
.
Jones (1972
,
p. 285) recounts the damages associated
with labeling:
Children do reject the labels culturally deprived
and culturally disadvantaged as descriptive ofthemselves. Acceptance of such terms as self-descriptive has been found to be associated withlowered attitudes toward school. Moreover,
teachers and counselors hold clear stereotypes
about characteristics and attitudes of children
so labeled.
Jackson (1975) and Barnes (1972) speak of the need for
different counseling techniques to deal with issues of
Bl^ck identity. All of these are related to the ability
to promote and preserve for individuals their distinctive
rights as persons of dignity and worth.
The implications of this characteristic challenge
teachers to be competent in discovering "wants" as
perceived by the learner, as well as in providing for
indications of academic needs without traditional testing
procedures which further alienate students. It has
implications for knowledge and awareness of a variety of
cultures and life styles and encourages the acceptance of
differences in learning styles which may exist among
students
.
4. A humanistic approach combats the dehumanizing
aspects of the social, political and economic environments
that oppress people and constrain their full human
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development (Bennett, 1976; Freire, 1970, 1973; Hilliard,
1976; Harding, 1974; Alschuler, 1975 ).
This characteristic implies that education which is
humanistic must not retreat in the face of societal
injustices and problems (Fantini, 1974). It rejects
racism and sexism in our social and political institutions
(Grant, 1975; Weinstein, 1975)
,
and seeks to provide people
and groups with tools to combat these injustices (Freire,
1973). Among these are the methods, techniques and
strategies in approaches such as social literacy (Alschuler
et al, 1975), or literacy training (Freire, 1970).
Fundamental to this characteristic is application to
situations in which parents and community need tools to
work with schools to solve problems related to the lack of
equal educational benefits for their children. It is
closely related to the issues involved in desegregation of
the schools, in which teachers and learners alike are
"victims" due to lack of preparation on the part of either
for the types of changes and adjustments demanded. It is
concerned with training teachers to recognize and combat
the racist nature of materials, media and textbooks which
portray various ethnic groups in an uncomplimentary and
often derogatory manner. It rejects policies and practices
of grouping and tracking students which hinder their full
development as human beings.
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Contained in this characteristic are elements which
imply respect for all human beings as subjects capable of
interacting with others (Freire, 1973 ), in transforming the
reality of their lives and emerging with awareness of self
and new hope. Humanistic education is education for
liberation. Whether it is in Recife, Brazil or the class-
rooms of Westchester or Beverly Hills, Watts or East Los
Angeles, people need the self-esteem which is derived from
^ feeling of dignity and self-worth which comes with the
ability to solve problems and make decisions about their
own lives (Freire, 1970 ; Bennett, 1976 ; Hilliard, 1976 ;
Harding, 1974 ).
5. Humanistic education should provide, for teacher
and learner alike, those skills for affective interaction
which are basic to the specific needs of both learner and
teacher as they share the learning process at any given
moment--a skill which transcends race or ethnic origin.
This characteristic designates the teacher in any given
setting as the person who must be able to interact wj^th
students. It helps teachers know that what happens with
students in their classrooms is usually best handled
between teacher and student, giving teachers the confidence
to "act" without referral; to sense-perceive-act
.
This characteristic involves the teacher in a role of
the " perceptor , " capable of "sensing" (Van Brunt, 1973).
This characteristic further works to free students for
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achieving in academics, because factors in the interaction
climate are supportive, teacher skills in affective inter-
action being a great portion of this support. This
characteristic is related to teacher competencies (skills,
knowledge, attitudes) gained not only through cognitively
oriented research, but also primarily through exploratory
experiences related to affective objectives which are
often prerequisites to internalizing the more cognitive
areas for which facts and knowledge are demanded.
term teacher perceptor" describes a teacher role
which is different from those usually relegated to
teachers, but usually identifiable when observing teachers
who are able to sense and respond to affective ways to
student needs, regardless of factors of race, color, ethnic
origin or socioeconomic differences (Van Brunt, 1973)
.
In the section which follows, some of the character-
istics of multicultural education are examined as they
respond to the needs of humanistic education in preparing
teachers for a culturally pluralistic society.
A Review of Literature in
Multicultural Education
i
Cultural pluralism is the goal. Cultural Pluralism,
as expressed in this study, is a philosophy which recog-
nizes the existence of the many peoples of varying cultural
ethnic heritages in this country as Americans, each having
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equal rights under the Constitution. Among these rights is
the "right of each individual to be different," and to have
this diversity accepted as an asset, contributing to the
strength of the nation.
Recent emphasis on cultural pluralism as a concept
which should be reflected in the goals of all of the
nation's institutions has given great impetus to redefining
the objectives for achieving cultural pluralism as a
reality. Among these inherently related process objectives
toward this goal in education are, multicultural education,
bilingual—bicultural education, and education for inter-
cultural and cross-cultural strategies. With cultural
pluralism as the goal, each of these process objectives are
inextricably rooted in those concepts which are basic to
improving the quality of life and providing equal educa-
tional benefits for all peoples. This interrelationship
with the life and culture of the nation furnishes the
framework in which to begin redefining and clarifying
cultural pluralism as a societal goal toward which
humanizing multicultural education is directed. The
concern here is in establishing the fact that the
characteristics of multicultural education which have been
selected for this study are humanistic, and do contribute
toward the goal of achieving cultural pluralism in
education.
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The task of having cultural pluralism reflected in the
goals of the nation's institutions is a difficult one.
Educational institutions are no exception (Arciniega, 1975;
Broudy
, 1975; Kallen, 1915; Hunter, 1974). The current
thrust in defining cultural pluralism as it relates to
education and the schools has produced a rash of responses
from educators at all levels. Illustrative of this fact
are writings by Stent and Rivlin (1973)
, Arciniega (1975)
,
Broudy (1975), Sizemore (1975), Smalley (1973), Aragon
(1973), Gay (1975), and Rosenberg (1976). In examining the
basic tenets of cultural pluralism, aside from its
historical beginnings, which are well documented by Hunter
(1974), Kopan (1974), Epps (1974), and Kallen (1924), the
statement on multicultural education adapted by the
American Association of Colleges for Teacher Education
(1974)
,
gives a clear and salient picture of what it means
to be rooted in the concept of cultural pluralism. It is
this document which sets the tone for redefining multi-
cultural education in the seventies as a humanizing force:
To endorse cultural pluralism is to endorse the
principle that there is no one model American.
To endorse cultural pluralism is to understand
and appreciate the differences that exist among
.the nation's citizens. It is to see these
differences as a positive force in the continuing
development of a society which professes a whole-
some respect for the intrinsic worth of every
individual. Cultural pluralism is more than a
temporary accommodation to placate racial and
ethnic minorities. It is a concept that aims
toward a heightened sense of being and of
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wholeness of the entire society based on theunique strengths of each of its parts. (AACTEeonunission on Multicultural Education, 1974p . 2 6 4 ) '
This statement further describes the concept of cultural
pluralism as rejecting assimilation and separatism, and
accepting as basic the essential interrelatedness of all
groups living and growing together, yet each retaining its
unique diversity.
Mult-icultural education has been described as "rooted"
in concepts of cultural pluralism. What, then, is the
nature of multicultural education and what are its impli-
cations for teacher preparation for humanizing the
multicultural education process?
Defining multicultural education
. In reviewing the
literature of multicultural education, one discovers
numerous efforts, on the part of individual writers and
programs, to define multicultural education and to identify
approaches to multicultural education as related to various
program thrusts in schools, colleges and universities. In
operationalizing multicultural education in the schools or
educational institutions, the concept is perceived
differently in various settings. The approaches vary,
however, and the implications are largely culturally
oriented and related to curriculum as well as personnel.
Gibson (1975) identifies several approaches to
multicultural education, among which are (1) Education of
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the Culturally Different, which she refers to as "benevo-
lent" multiculturalism which aims at equalizing educational
opportunities for the culturally different; (2) Education
About Cultural Difference is described as education for
cultural understanding and as an approach for teaching
students to value cultural difference, understand the
concept of culture and respect the rights of others to be
^iffs^snt; (3) Education for Cultural Pluralism is presented
as the preservation and extension of the concept of
cultural pluralism in American life; (4) Bicultural Educa-
tion is described as related to producing learners who have
competencies for operating successfully in two different
cultures; and (5) Multicultural Education is described as a
natural way of life, which has implications for the reality
of day-to-day living. Grant (1975, p. 8) describes multi-
cultural education as defined by the government:
A. Knowledge of cultures and of subcultures,
with special emphasis on those minority groups
which are pervasively represented in American
communities
.
B. Awareness of how specific cultures
influence learners' responses to school and
learning situations, and skill in sensitizing
professional behavior to learners.
C. Transformation of personal prejudices so
,
that negative biases are minimized, and positive
appreciation of minority children increased.
D. Adjustments in curricula to implement
the transition from the concept of "melting pot"
to "cultural pluralism."
The characteristics of multicultural education have direct
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implications for teachers in their efforts to relate, and
work successfully with multicultural student populations.
Aragon (1973, p. 77) has this to say in relation to know-
ledge of culture as a requisite for working with
multicultural populations:
. . . culture, in the context of cultural
pluralism, would include commonality amongindividuals within any given group in: (1)language, (2) diet, (3) costuming, (4) social
patterns, and (5) ethics.
Some authors have addressed the implications of multi-
cultural education for relevancy of curricula in schools,
colleges and universities:
The curricula of schools over the years have
continued to perpetuate the Anglo-American myth,
forces students to accept Anglo-American values
to succeed, and continued to ignore the presence
of the culturally pluralistic student bodies.
(Gollnick, Klassen and Uff
,
1976)
.
Textbooks and school curricula too often have
sustained the status quo, helped entrench the
stereotypes, and narrate the myth and the folk-
lore. In some instances gestures were made to
indicate that various individuals had contributed
to American culture but, in general, Mark Twain's
"great lie of silence" prevailed. (Banks, 1975,
p. 173)
Multicultural educational approaches must permeate all
subject areas of the curriculum and must address the need
for diverse ethnic expression in relation to issues of
sociocultural awareness:
If the traditional family structures, roles,
behaviors, religious beliefs and other values of
American ethnic communities are absent from most
schools, equally missing are the folk literatures,
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-lSnand music of all these groups, which have
1973? p?
P
20r
iOn t0 thGir experiences
- (Dickeman,
In further expanding this contention, Dickeman (1973, p.
20) points out the fact that the cultural experiences to
which she refers may be related to discrimination, poverty
or any number of issues so much a part of the daily inter-
group conflicts in American life:
. . . form a peculiarly American record of
suffering, of which the blues is the foremost butby no means the only example. They form that true
corrective to the unreal blandness, the dishonest
sweetness of the traditional classroom. Until
this experience enters the school as a significant
American record, students will continue to lack
the means of relating themselves and their back-
grounds to the goals of formal education. Their
feelings of irrelevance and alienation will not
disappear until the school positively and
consciously validates their life styles and
histories in this way.
* With the renewed efforts to achieve the goals of
cultural pluralism in education. Banks (1975) states that
the major goal of the curriculum should be to help the
individual function effectively within the common culture,
his or her own culture, and other cultures. If this is
true, education to be humanizing must be likewise
multicultural
.
,
This new thrust for training of teachers for multi-
cultural education provides a rationale for humanizing
teacher preparation which is addressed to intern trainees
as well as to inservice training of regular teachers. It
has caused trainers of teachers to become more aware of
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their responsibility to prepare intern trainees for the
reality of cultural diversity which they will encounter in
the public schools. In response to demands to make public
education relevant to all children, Baker (1973, p. 306)
states that educators are beginning to think seriously
about and plan for multicultural education:
Multicultural education should concern itself
with relationships between pupil and teacher,
parent and teacher, teacher and community and the
host of interpersonal and intrapersonal relation-
ships that are central to the education process,
further implying that in order for maximum
benefits to accrue from these relationships, there
must exist an atmosphere of mutual respect and
understanding with positive endorsement of
differences
.
Thus, educators responsible for designing, structuring,
implementing and assessing teacher training programs,
according to Baker, must be directly involved and accepting
of multicultural concepts.
Three Characteristics of Multicultural
Education Selected as Humanistic
From the "No One Model American" statement on multi-
cultural education comes a definition of multicultural
education which implies many of the characteristics of
concern in this study:
Multicultural education is education which values
cultural pluralism. Multicultural education
rejects the view that schools should seek to melt
away cultural differences or the view that schools
should merely tolerate cultural pluralism.
Instead, multicultural education affirms that
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schools should be oriented toward the cultural
enrichment of all children and youth throuqhprograms rooted to the preservation and extension
^tematives. (AACTE Commission onMulticultural Education, 1973, p. 265)
Implied in the above definition are three character-
istics that can be identified:
1. The multicultural education approach respects
Cultural diversity, values freedom and seeks to preserve
and/or extent these elements as the right of each
individual. Bernier and Davis (1973, p. 266) state that "A
genuinely multicultural environment reflects the diversity
of American life, not one or a few cultural perspectives,
whether dominant or minority." Dolce (1973, p. 282), in
discussing the "No One Model American" statement of AACTE,
interprets some of what this characteristic implies in
these words:
Multiculturalism is related to freedom
,
respects
diversity, reflects values. Implications of
Cultural Pluralism for a democratic educational
system refer to Cultural Pluralism as an educa-
tional philosophy which is inextricably interwoven
with freedom. It extends an individual's
effective freedom of choice, for that freedom rests
not only upon the "right" to make choices, but upon
the availability of a range of viable alternatives
from which to choose.
Hilliard (1974, p. 40) relates this characteristic to
humanistic education, as he defines multicultural teacher
education
:
Multicultural Teacher Education: The term multi-
cultural teacher education means the focus in
teacher education which is designed to help
teachers to function effectively with pupils in a
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culturally diverse society. The focus here isupon teacher behavior that facilitates or retardspupil growth. This does not refer to teachereducation exclusively for working with a single
cultural group, either by a member of the singlegroup or by a person external to the group. Thefundamental assumption here is that teachers canimprove their teaching of school subjects totheir own or other cultural groups if the
appropriate attitudes, cultural experiences, and
self-understanding are present.
Substantiating this viewpoint, and relating it to the
schools and the preparation of teachers for multicultural
education are Hunter (1974), Hilliard (1974), Arciniega
(1975)
,
Morrison (1973)
,
and Dolce (1973) .
2. Multicultural education is an approach that is
dynamic. It is a complex process which demands that
institutions
,
programs and people change to meet the needs
of individuals and groups, rather than seeking to melt away
differences, or merely tolerate cultural diversity. It
fosters the development of affective interactive skills
needed to balance the demands of a rapidly moving techno-
logical society. Bernier and Davis (1973, p. 266)
elaborate on the dynamic nature of this characteristic:
Multicultural education is future oriented and
views cultures as vital, changing, patterns
growing out of a core, norms and assumptions in
constant contact with changing realities. It
,
cannot be grafted onto existing programs, it
requires changes in value assumptions, and the
perceptual worlds of educators and changes in
institutional structures as well.
Also related to this characteristic are the concepts of
Toffler (1974) , in which he deals with the cultural lag in
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relation to science and technology moving in geometric
proportions
, while man's "social literacy" (Alschuler,
1975) lags.
This characteristic of multicultural education implies
the need for certain essential skills on the part of those
who must deal with so complex a process. It is the task of
a humanizing teacher education program to respond to these
needs
:
The Ability to Communicate with Students from
other Cultures— a skill which would be definitelyhumanizing for teachers, learners and trainers of
teachers
.
Diagnosing the Knowledge and Abilities of Students
from Other Cultures—this refers to information on
students ability, interests, values, concerns and
perceptions of the school.
Skill in Evaluation of Professional Literature
Bearing Upon Multicultural Education Programs
—
teacher must be able to "deal critically" with
any media and materials for inaccuracy, perpetua-
tion of stereotypes, distortions or the like.
Self-Diagnosis--the ability to more accurately
assess one's self in relation to behaviors and
attitudes toward others.
Recognizing Cultural Equivalencies—this implies
that teacher education programs must be able to
help teachers move "beyond the superficialities of
form or style in communication or thinking and
detect substantive activities in which pupils are
involved.
"
Detecting Conscious and Unconscious Negative
Signals--this implies skills in affective
* interaction, especially in the area of non-verbal
communication. (Hilliard, 1974
,
p. 43 )
3. Multicultural Education is education in which the
personnel and curricula (methods, content, materials and
strategies) reflect the needs of learners of differing
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cutlures, life styles, and learning styles, and is relevant
to broader world views.
Concerning the concept of multiculturalism in pre-
paring teachers. Hunter (1974) states that multiculturalism
must permeate all aspects of teacher preparation: this
includes programs for teachers in training, inservice
training and teachers who train teachers.
This characteristic of multicultural education
emphasizes the importance of effective teacher leadership
in meeting objectives in the "cultural" domain as described
by Houston (1976) . Here again is the demand for skills
^^i^ted to areas not addressed in most teacher training
programs of the past.
Lastly, this characteristic is related to the need for
teacher education to become dynamically concerned with
providing personnel competent to identify the needs of
students of all cultural and ethnic backgrounds who are
proficient in the selection of curricula which will
contribute to the extension of concepts of pride and self-
esteem among students; the ability to interrelate at an
affective level with all learners in building a desirable
climate for intercultural/cross-cultural interaction in
multidimensional settings, and the provision for supportive
structures for implementing multiculturalism including
those that cut through the economic, political and social
barriers inherent in the institutional setting.
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Humanizing Multicultural Teacher Education;
An Imperative For Teachers of the
Black Child in the 1970'
s
and Beyond
Personal experience
. Having reviewed some of the
background issues from the fields of humanistic education
and multicultural education, it becomes apparent that a
truly multicultural program must first be humanistic if it
is to provide for teachers the combination of skills,
attitudes and competencies necessary for effectively
functioning in today's world.
As a teacher, trainer of teachers, and more recently,
as a trainer of teacher trainers in multicultural
approaches, the author has yet to work with a teacher who
does not wish to succeed in the day-to-day efforts in the
classrooms. On the other hand, the demands and expectations
of a rapidly changing world leave them with few resources,
in many instances, other than those which they are able to
marshal readily. Their training has left untouched some of
the most needed areas for experience and training. These
areas are also neglected in most inservice programs largely
due to the many demands placed upon teachers for the kinds
of s,ervices and expertise other than those related to
competencies for humanizing education.
During the past decade, the ebb and flow of societal
events has provided great impetus to the creation of
programs related to the responsibility of teachers in the
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education of black children. It has mandated that children
be acculturated, integrated, deculturated, compensated,
head started, followed-through, bussed, multiethnisized,
biculturated, multiculturated, bilingualized and more
recently, desegregated--to mention only a few. In each
instance, the teacher is expected to respond with the
necessary to carry out these programs at classroom
level, more often than not, with no clear definition or
direction. It is my experience that the needs of teachers
in relation to this sort of planning are tremendous and
clearly demonstrate the need for a humanizing approach for
teacher and learner as well.
Also documented and mandated are the volumes of
training materials, manuals, modules and media being
produced by district curriculum committees and commercial
firms. Each responding to the hue and cry to "change" the
teacher, develop methods and materials and save the chil-
dren from emotional and psycholgoical annihilation by the
unprepared, unfeeling teachers in the unfit schools. In
the same melee of confusion labels are hurled in relation
to the deficiencies of parents and homes in the so-called
ethnic ghettos, barrios or what have you, and the urgency
to get the children out into the understanding world of
planned early educational experiences which, surely, will
prepare them for the big event— school! Schools attended
by the majority of black students are portrayed largely as
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those "necessary to go places" where the students take
their alienations and are alienated; their subordinations
and are subordinated; their fears and are fearful;
deficiencies and are compensated; their failures and are
failed! They may also be labeled "undernourished" with
stomachs full of nourishing foods from their own ethnic
pantries—not to mention the factors of language, culture,
and life styles of the black student populations in many
of our schools today.
In recognition of any number of pressures such as
those referred to above in relation to what is being "done
to the schools or showing how the schools are "portrayed,"
coupled with recent pressures from many sources to have
schools representative of the diversity of its constituents
—most schools, colleges and universities throughout the
nation now have programs designated "multicultural
education .
"
One of the major problems faced in implementing multi-
cultural education is the fact that so-called "new ethnics"
will need to be included in the curricula at more than a
token level.
, Historically speaking, the introduction of any "new
ethnic" into the curriculum offerings at any level in
educational institutions is met with resistence from many
sources. This has been especially true of the black
oriented curriculum. Thus, the training of teachers
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about Blacks has been sadly lacking.
Many of the recent responses from most institutions to
inclusion of Blacks in the curriculum have been largely due
to the pressures of students and community demands and/or
to the attractive sources of outside funding for ethnics
programs. A few show real commitment to changing some
things
.
However, with the increased demand from various ethnic
minorities, the responses to include "new ethnics" have
been numerous, at all levels, but largely representative of
the type of tokenism which is readily rejected by minority
groups. Some of the responses to include Blacks have
ranged from coloring faces of already created "Anglo"
characters
,
and stories in which Grecian gods are speaking
so-called "Black dialect," to Black Components, or Black
Studies Departments which are generally attached as a sort
of appendage to some area of the curriculum, or more often
floating or assigned "second class status."
This discussion has described only a few of the
dehumanizing realities existent in the schools, colleges
and universities. However, these are among the issues
which must be faced if multicultural education is to "make
the difference" where black learners and their teachers are
concerned. The present practices of overlaying multicul-
tural education upon otherwise static designs simply will
not not work.
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Multicultural education needs humanizing. Multicul-
tural education alone, as interpreted today in most
quarters, is in need of humanizing. It demands of teachers
that they function differently in some of the most delicate
and sensitive areas of human interaction without the bene-
fit of those competencies related to the types of knowledge
and skills needed for success. For example, how many
teachers were actually products of training programs and/or
experiences which provided a broad understanding of culture
as basic to a philosophy of education for working with the
black child, his parents and community? Teachers of black
children would be the first to admit this gap in their
preparation, once they begin to internalize the true nature
of multicultural ism as it is related to achieving the goals
of cultural pluralism in education, and what about goals
and objectives of teacher education as related to preparing
for multicultural education? In critique of the teacher
training programs with which the author has become familiar
over the years, what are traditionally identified as goals
of education, do not spell out implications for the goals
of, let us say, a humanizing multicultural education pro-
gram which addresses the needs of teachers of black
students, for the benefit of black students.
Multicultural education _is in need of being humanized!
It is dehumanizing to accept the characteristics of multi-
cultural education which have been identified in this study
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without providing a different sort of teacher preparation
for all teachers. By the same token, multicultural
education, with increased demand for curricula representa-
tive of all ethnic groups, and geared to being received by
al_l groups, is just not the same ball game as following the
usual curriculum, with a few ethnic holidays and festivals
and heroes thrown in to change the design instantaneously.
The multicultural designs which have been examined are
not suitable for extending equal educational benefits for
teachers or black learners. A true multicultural design
demands the input of learners and parents alike in any one
given school community. It should be developed not only
from the framework of multicultural education, but also
must include the elements of characteristics identified as
humanistic— in order to humanize multicultural education
for teachers and black students.
In working with the area of teacher training for
multicultural education, I feel that perhaps the greatest
need in the school districts serviced by San Diego State
University, and other points in the Southwest is to provide
a humanizing approach, which is what effective multicul-
tural education must be, in order to move beyond a mere
label, or a fragmented effort. This fragmented effort
would result in creating additional fears and pressures on
the part of teachers, learners, and parents as well as
administrators
.
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Basic to the humanizing process where Blacks are
concerned is that of providing teachers, and teacher
trainers with not only strong cognitively oriented skills,
but also skills in self-knowledge in the area of affective
interaction related to the needs of black students and
Paren^s • it must supply the usually lacking information
and emphasis about America's number one problem—racism.
It must cease to support those elements of the system which
deny equal benefits to all people. It must be education
for liberation.
The task of supplying teachers who are more adequately
prepared to improve educational benefits for the scores of
black children and youth in the nation's schools, remains a
major frustration for concerned individuals and groups.
Quick surface changes will leave the remnants of an Anglo
dominated system with no adequate provisions for increased
responsiveness to Blacks, as well as other minorities.
If we are not able to transform the basic realities
of schooling to meeting the goals of multiculturalism,
there will be little, if any, benefits to be accrued by
black children.
Within the vocation of black leadership, there must be
an acceptance once and for all of the truth concerning the
deadliness of a system which continues to plan for black
people—without involvement of Blacks at the level of
making decisions—about their own lives. Acceptance of
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this reality will enable black leadership to become active
in interpreting to others who plan with and for black
people.
It is essential that all teachers and trainers of
teachers of the black child take the creative risk in
relation to truth concerning the failure of education and
the schools where Blacks are concerned. It is most
dehumanizing, for teachers and learners, to have teachers
who do not know the cultural, political, social and
economic truth in relation to the black community teaching
black children. It is still more dehumanizing that black
%
children do not know the truth of their past heritage and
their present conditions as members of a colonized people
(Fanon, 1963).
To humanize multicultural teacher education for
teachers of the black students, teachers must no longer be
"objects" in the process; they must, in the words of Paulo
Freire (1973) become subjects. In becoming subjects they
must know and act . Knowing and acting in relation to the
teaching of black students in a designated multicultural
setting is the major emphasis of this study.
A viable preparation process for humanizing multi-
cultural education for teachers of the black student is by
no means advocated as the answer to the many problems
inherent in the attempt to implement multicultural educa-
tion in the schools of this nation, or even in the school
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community designated in this study. it is one step toward
beginning to deal with the crucial issue of providing
teacher competencies for multicultural education.
The areas selected for emphasis in this study
admittedly are minimal considering the gestalt under
consideration
.
Characteristics of a Humanizing
Multicultural Teacher
Training Program
Earlier in this chapter
,
eight characteristics crucial
to humanizing multicultural education were identified.
Five of these characteristics were selected from the field
of Humanistic Education; three from the field of Multi-
cultural Education. A combination of the elements of these
eight characteristics provides the basic characteristics of
a humanizing multicultural education program for teachers
of black students as addressed in this study. These eight
selected characteristics are as follows:
1. Contributes to the full development of people
through education and schooling.
2. Emphasizes being humanistic, not only in relation
to subject matter, but equally important, emphasizes self-
understanding, and understanding of others.
3. Emphasizes the worth and dignity of each individ-
ual, recognizes the importance of experiences related to
self-concept development as basic teacher training, and
demands respect and regard for varying cultural and
linguistic differences.
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4. Combats the dehumanizing aspects of the sociocul-
tural, economic and political environments that oppresses
people and constrains their full human development.
5. Should provide for teacher and learner alike,
those skills for affective interaction which are basic to
the specific needs of both learner and teacher as they
share the learning process at any given moment--a skill
which transcends factors of race or ethnic origin.
6. Respects cultural diversity, values freedom and
seeks to preserve and/or extent these elements as the right
of each individual.
7. Is a dynamic, complex process which demands that
institutions, programs and people change to meet the needs
of individuals and the times.
8. Is education in which the personnel and curricula
(methods, content, materials and strategies) reflect the
needs of learners at all levels and stages of development,
and is relevant to broader world views.
An Analysis of the CHCALT Multicultural
Teacher Training Process
Based upon these eight humanistic multicultural
characteristics, in what ways does the CHCALT Multicultural
Teacher Training Process meet these criteria? To what
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extent does it fail to meet the criteria?
In the pages which follow is an overview of the CHCALT
Multicultural Teacher Training Process and an analysis of
its relationship to the selected criteria for humanizing
multicultural teacher education. The CHCALT process is the
framework used for input from black parents and educators
in Chapter III of this study. A more complete description
of the CHCALT can be secured from San Diego State
University (Mazon, 1975)
.
Overview
. Teacher preparation for humanizing multi-
cultural education is a process objective toward achieving
the goals of multicultural education in a culturally
pluralistic society. It is an approach which provides a
climate for becoming more human by training teachers in
competencies which will equip them as learners/teachers and
builders of curriculum in multidimensional settings. A
teacher training process that integrates a humanistic
climate for preparing teachers for multicultural education
in some of the crucial areas implied in the eidht charac-
teristics above is the CHCALT Multicultural Teacher
Training Process. This process is described as a multi -
disciplinary competency based teacher training design .
CHCALT is the acronym for Community, Home, Cultural
Awareness and Language Training. The development of CHCALT
is based upon the following assumptions:
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Teachers must:
Value self-concept as a primary elements in the
education of the culturally and linguistically
different.
Appreciate the home and community learning
experiences of the child and utilize these experi-
ences in the classroom.
• Value cultural and linguistic differences and under-
stand how children may differ linguistically and
culturally.
• Be skilled in specialized classroom techniques for
the culturally and linguistically different child.
• Understand the special dimensions of language in the
education of the culturally and linguistically
different.
The Four Components of the CHCALT Multicultural
Training Process; How Do They Relate to the
Eight Selected Characteristics?
CHCALT I . A Philosophy of Education for the
Culturally and Linguistically Different . This component
instroduces candidates to the study of culture from a
multidisciplinary perspective drawing from the various
disciplines. The competencies teachers identified with this
component are related to a number of the humanistic multi-
cultural characteristics but only at the level of knowledge
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and understanding. They do not imply moving into the
higher levels of performance in either the cognitive or the
affective domains. An example of this is illustrated in
the statements of competency #1, in the "sociological
perspective." This competency provides for an "under-
standing of the role and diversity of social, economic and
patterns ." To operationalize this competency in
terms of performance objectives which would meet the
criteria for humanistic multicultural teacher training, it
would need to provide for skills related to the selected
humanistic multicultural characteristic #4 which calls for
"skills in strategies for combating the socioeconomic and
political aspects of environments which oppress or constrain
full development." An addition of this emphasis would not
conflict with the original CHCALT I component statement of
characteristics which calls for " studying these factors" or
"establishing a framework for studying the social, cultural,
political and economic factors." To study is not suf-
ficient within the identified eight characteristics of this
study. To be humanistic implies the ability to "act," as
stated earlier in this chapter, in the interpretation of
each of the selected characteristics.
This lack of strength of the stated competencies can
be observed in all of the areas related to the Philosophy
component. Competencies required for acquisition determine
the objectives in the training program. If the objectives
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do not require acquisition of higher level skills, trainees
may or may not be able to perform as self-actualizing
persons in relation to this component.
CHCALT I then, does have the potential for a
humanistic multicultural approach, but needs to identify
competencies which would move trainees into cognitive areas
requiring application, analysis, synthesis and evaluation
—
the higher levels of the taxonomy (Bloom, 1956) . It must
also provide for skills higher in the Affective domain such
as synthesizing values, resolving conflicts, and the
development and understanding of his/her own value system
in relation to the issues at hand (Krathwol, 1964).
CHCALT II. Sociocultural Awareness
. This component
is completely field-based, and provides candidates with the
opportunity to observe and to experience life and culture
in the selected school community. It implies the compe-
tencies needed to operationalize several of the eight
characteristics for humanistic multicultural education,
especially characteristic #2, which is related to
understanding self in relation to others; #3, which demands
regard for varying cultures and life styles; #4, combats
dehumanizing conditions that oppress; and #7, related to
changing people and institutions. In each of these
characteristics, there should be a direct relationship with
this component as the skills required in each can be gained
only through going out into the target community and
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experiencing first hand the customs, attitudes, life
styles, and values characteristic of the population and
becoming involved with people at a level of communicative
interaction which will lend reality to the oppressive
situations which prevent their full development as
individuals and groups. To be able to function (communi-
,
etc.) at a higher level in both cognitive
and affective relationships in these areas is necessary for
a humanistic approach. However, the CHCALT II component
does not clarify the competencies beyond the first level
of cognitive performance.
CHCALT II then is potentially humanistic, but needs
more development if it is to contribute to a humanistic
Multicultural training. It is the component through which
the affective skills' basis is towards success in multi-
cultural settings, and must be learned and continually
evaluated. The competencies identified do not indicate
this potential.
CHICALT III. Language and Communication . Equipped
with a multidisciplinary perspective of culture and actual
experience in the life of the community, candidates are
prepared to approach component number III of this process
which is concerned with language and communication. It
involves a thorough understanding of the cultural and
community context of language as a transmittal of culture,
and sociocultural identification.
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In the review of literature, the language of the
learner is identified as an important area of consideration,
especially in relation to issues of self-concept, dignity
and worth, as explained in humanistic multicultural
characteristic #3, or in understanding one's self in
relation to others, as indicated in characteristic #2.
CHCALT III is an area which could contribute greatly in
providing the sensitivities and skills to help trainees
become competent in relation to these characteristics.
However, here again is little indication of this potential
in the CHCALT objectives and competencies identified in
this component. The objectives of a humanistic multi-
cultural preparation of teachers of the black child cannot
be clearly stated within the conceptual base provided in
the statement of this component.
CHCALT IV. Diagnostic and Prescriptive; Strategies
for Change . In this component candidates acquire the
skills to select diagnostic tools and methods of prescrip-
tion which are specifically related to the needs of the
community and the culture of the children they will teach.
This component is dependent upon competencies acquired
in CHCALT s I, II, and III. It is, therefore, difficult to
make an analysis of this area. It does have potential in
relation to all characteristics. Its implications for
humanizing teacher education will depend upon the cognitive
and affective skills acquired by trainees in the first
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three components.
This is an outstanding feature of the CHCALT
.
Teachers and trainees are not expected or allowed to
diagnose and prescribe for learners without first gaining
acceptable levels of competence in the first three
components
.
Even in the failure of the CHCALT to meet certain
criteria as analyzed in relation to these four components,
the process is a vehicle for humanizing multicultural
teaching training. The framework is there. The process
is under constant revision. A central feature of this
study is building the black component of the CHCALT.
(Figure 1 is a summary of the relationships discussed in
this analysis.)
Summary
This chapter presented a review of the literature from
the fields of humanistic and multicultural education, and
a statement of the author's perspective in establishing
eight criteria for humanizing multicultural education, with
focus on teachers of the black student, in a designated
school community. Additionally, these eight characteris-
tice were utilized as criteria for an analysis of the
humanistic multicultural qualities of the CHCALT Multi-
cultural Teacher Training Process.
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Since this study is to provide for the development of
the black component of the CHCALT
, it remains to be seen
how the parents, community and black educators respond in
their examination of the process. This response is seen in
Chapter III which follows. Chapter III will identify four
of the crucial areas in each of the CHCALT components as
it relates to training of teachers of black students.
These areas will be those identified through input from
black parents and educators, and will serve as the frame-
work for a year's program in the black component of the
CHCALT Multicultural Teacher Training Process.
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CHAPTER III
A COLLABORATIVE PROCESS FOR DEFINING THECONTENT OF THE BLACK COMPONENT OF THE
CHCALT MULTICULTURAL TEACHER
TRAINING PROCESS
Introduction
One of the essential humanizing elements of any
teacher preparation process for training of teachers of the
culturally and linguistically different in the 1970 's and
beyond is that of parent, community, and learner participa-
i** identifying priority areas in relation to the kind
and quality of education needed. This participatory
process in which parents, community and learners are
involved in a meaningful way can be accomplished only
through the collaborative planning with university, schools,
and community agency personnel in any one given school
community. Through this broad based planning, the needs of
all children in any one given school community will be more
effectively served.
It is the position of this study that with the new
thrust for multicultural education, all of the role groups
mentioned above, must be involved in any effective move
toward humanizing multicultural education for teacher and
student alike. This chapter will focus on input from
parents and black educators, as they respond to the needs
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for a humanizing multicultural teacher preparation process,
using the CHCALT Process, which was introduced in Chapter
II, as the framework.
Figure 2, which appears in this introductory discus-
sion, indicates the design for collaborative input from all
of the role groups involved in the broad based planning
which will be described in the pages that follow. The
framework for this design is the CHCALT Multicultural
Teacher Training Process. The process offers the potential
for humanizing teacher training, as indicated in the
analysis of the CHCALT Process in Chapter II.
The design describes the process used to provide for
dialogue between parents, students and educators about the
essential characteristics of teacher training programs and
the effectiveness of these programs in serving the educa-
tional needs of black students through a humanistic
approach
.
The process involves three phases. The first phase,
through the review of related literature in humanistic
multicultural education and the examination of the San
Diego State University CHCALT Teacher Training Process,
identifies the existing conditions and characteristics of
teacher education as they relate to providing skills and
sensitivities essential for effective teacher performance
for multicultural education.
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The second phase of the process involves parents,
teachers, students and black university professors in
determining the essential teacher training competencies for
teachers teaching black children, and humanizing the school
climate. This phase uses social literacy training to
involve parents in defining their concerns and feelings
towards humanizing the school climate of their school
communities
.
The third phase of the process examines the
discrepancies between existing conditions and character-
istics in teacher education, and the teacher training
competencies for teachers of black children. The product
of this phase is the identification of desired conditions
and characteristics of teacher education. The overall
process is seen as ongoing, and as a way for deriving broad
based input and parental participation and dialogue in
defining the teacher training process.
Process of selecting the parents and students for
planning . The first efforts at getting a feeling of where
to begin in selecting parents for this experiment began in
November 1975. This included meetings with various com-
munity leaders and groups involved with parents of the
selected area. Included were: ministers, ministers'
wives, and some of the leaders contacted through the County
Human Relations Education Commission, which meeting
resulted in entry to several local agency groups where
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parents participate. There were meetings with the urban
liaison worker at the local NAACP
,
with the Parents for
Better Schools, an ad hoc community committee; a few
advisory committee members in the target area schools, and
the local Teacher Corps Steering Committee, also at one of
the target area schools. Coffee clutches', following Sunday
services at two of the area churches was another avenue
used. Most useful were conferences with a grass roots
leader of a community agency housed in one of the local
community agencies of Southeast San Diego, and regular
attendance at YMCA planning board meetings where several
other grass roots community leaders of the area are
involved. Attendance at some of the recreational functions
evenings and Saturdays at the YMCA afforded contact with
some of the youth of the area who participate, and a few
parents who attend. This also proved helpful.
Lastly, the most fortunate contact was with a man and
wife team who operate a barber shop in the heart of the
selected community. Parents, students, many of the local
school personnel, several businessmen and women of the
area, and a few area ministers frequent this shop.
After several weeks of this kind of exploration, it
was apparent that each organized group had its own agenda
with little promise of getting involved in this project.
Most of the individuals contacted were interested, but
working, or greatly involved with home, school, and/or
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church. Mainly, no one was hopeful about getting involved
at the schools.
The author then decided to work at getting a small
nucleus of five couples who would commit themselves as
consultants in a series of three hour meetings at least
twice per month, from January through August, for an
honorarium of $25.00 per month. These nuclear group
members would in turn dialogue with neighbors and friends
of like circumstances, and bring a broadened perspective
to the meetings. The issue of the need to include repre-
sentatives of one-parent homes and students of San Diego
State Univesrity who were also from the target area caused
a change in the original criteria for selection (just five
couples)
. As a result of these added considerations, the
final nuclear parent group was composed as follows:
• Three couples (six parents) ; one of whom is also
a student.
• Two single females (two parents) ; one of whom is
also a student.
• Two males (two parents); both whom are students.
These ten parent consultants range in age from twenty-
five to fifty plus and have two to six children per family.
They committed themselves to regular meetings and also to
bringing feedback from other parent contacts. Meetings on
several occasions were more regular than anticipated
inasmuch as they became involved in preparing input for the
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Black Educators Conference which followed, and in which
they were involved in serving as hosts and hostesses for
the conference, and planning and facilitating the community
component of the conference. A complete description of
this conference is given later in the chapter.
The funds for parent consultants were not available
after summer 1976. However, the parent group continued its
activities. In the December 1977 meeting, they agreed to
plan a follow-through with black faculty and local teachers
in the spring of 1977
. This follow-through will be in the
community on Sunday afternoon and will involve additional
interested parents. Hopefully, this session will serve as
a springboard for continued activities toward improving
educational benefits for the students.
Aside from the regular nuclear group sessions in
social literacy, these parents were involved in the
following types of experiential training activities:
1. Preparing a videotape for a training package for
the California Teacher Corps Network for Trainers of
Trainers, "What Parents Want of Their Teachers."
2. Participants in a one-day Social Literacy training
session for community leaders and San Diego City School
personnel
.
3. The planning of the conference with black
educators
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4. Two members of the group were participants in a
multicultural parent summer training course for several
weeks and shared their experience with the total group.
5. A follow-up meeting on the Black Educators
Conference.
Each of these experiences have contributed to a
feeling of total adequacy on the part of the parents and
students to dialogue with the school system in the interest
of their children. Some evidence of this growth can be
detected by examination of their documented accounts of
sessions contained in the samples in the Appendices of this
study. Their level of consciousness has been greatly
increased and they have tools to continue on their own, if
necessary.
Part A of this chapter will describe the process used
in this action research, to involve parents and black
educators and give some descriptive data on the conference.
Part B will present a summary analysis of parent concerns
and educator responses as related to the need for
humanizing multicultural education, and indicate the
implications of these concerns and responses for teacher
education. Part C is an analysis of the input from black
educators and parents in relation to (1) the eight
characteristics for Humanizing Multicultural Education and
(2) the direction for the training modules which are
developed in Chapter IV based upon the competencies implied
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by parent and educator input in this chapter. Part D is a
summary of Teacher Competencies indicating their relation-
ship to the CHCALT Components.
A: Process for Involvement
of Parents and Educators
involvement
. From the earliest beginnings of
this study, the author has considered as crucial, the input
from parents of black students in a selected school
community of San Diego. More important, however, is the
author's concern in effecting a process which enables
dialogue with these parents about their concerns for
improving educational benefits for their children, and
providing some methods and strategies which they may use in
dialogue with teachers, administrators and other parents to
solve problems related to these concerns. The approach,
therefore, is basically that of Paulo Freire (1973) as
adapted in Social Literacy Training (Alschuler et al
.
,
1975 ) .
The participatory process utilized to secure parent
input over a period of nine months was a combination of
elements from two basic approaches in action research,
namely, participant observation in which the approach was
largely that of social literacy and the informal interview
in which an attempt was made to draw from clients through
discussion their concerns on concrete everydaygroup
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situations. This approach enabled the author to work
closely with a selected nuclear group in identifying
problems, and at the same time, validate the process
through interviews with persons representative of a wider
range of interests and contacts within the same given
school community area.
Process of involvement of black educators
. In order
to secure input from as broad a spectrum of educators as
possible, and at the same time secure the quality of input
which could be used by staff in operationalizing the black
component of the CHCALT Teacher Training at San Diego State
University, outstanding black educators throughout the
nation were invited to respond to parent concerns with
position papers representative of the various disciplines.
These papers were presented in a two and one half-day
Multicultural Conference in San Diego in the fall of 1976.
Following the presentation of these papers, educators from
the local schools, colleges and universities responded with
their reactions to the papers. Educators and parents, in
small group sessions, further discussed the papers and made
recommendations. These recommendations are summarized in
the Implication for Humanizing Teacher Education, which
appear in the Appendices of this study. The teacher
competencies which appear in this chapter are derived from
this input from parents and educators. Figure 3
illustrates the design for educator, parent and student
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input during the conference.
Descriptive data on the conference
. The CHCALT
Multicultural Conference; Black Perspective involved the
participation of some 500 persons. Three hundred and ten
were registrants. Approximately 150 remained throughout
the sessions. The Core group included parents, students,
black educators, teachers of black students, counselors,
resource teachers, supervisors, principals, superintendents
of schools, and board members. These participants were
largely from San Diego; however, eleven states and the
District of Columbia were represented among the
participants
.
In order to capture the conference input from
Participants as accurately as possible, each session was
provided a media specialist and the best in audio equipment.
Tbe thirty—two or more hours of audiotaping had a back-up
stnographic clerk. This resulted in an excellent
documentation of the conference, the impact of which will
be felt far beyond this study. The audio package, plus
the written position papers, are being edited for the revi-
sion of the black component of the multicultural specialist
credential of San Diego State University. Additionally,
the package will be available for wider dissemination.
The materials contained in Appendix B on implica-
tions for teacher education are excerpts from the written
position papers presented by nine outstanding black
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educators representative of various disciplines; and also
from the responses of panelists who sat with presenters at
each session, reinforcing presentations, raising questions,
or responding to issues raised by the audience.
Criteria for selection of nine presenters, panelists
and facilitators. The black educators who presented
position papers were selected on the basis of the following
criteria:
1. Publications related to the topics
2. Research and/or experience in a particular
discipline.
3. Involvement at universities which had multicul-
tural programs in progress, or where programs were
beginning.
4. Experience and involvement with black students and
community.
5. Recommendations by former students and/or
community people or agencies.
6. Willingness to prepare and present the position
papers with a minimal financial remuneration (largely for
transportation and per diem for three or four days)
.
7. Commitment to deal with black parents, teachers
and students in problem solving in an area where the
university is usually "blamed" for inadequacies.
Each presenter was interviewed personally by the
author of this study and contacted continually concerning
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expectations of parents, the conceptual framework of the
conference, and deadlines for receipt of final drafts, etc.
Selection of panelists and facilitators
. The
panelists were selected largely on the basis of their
contributions and involvements in activities related to
black people and/or multicultural projects in San Diego.
They were teachers, counselors, college and university
faculty people, parents and university students. Some
persons outside of San Diego who were selected to serve
were brought in to get special input from areas such as the
State Department of Education and the Regional Training
Laboratory.
Most of the facilitators were members of San Diego
State University faculty and the Institute for Cultural
Pluralism Parent Group.
Part B: Outline of Summary of Parent Concerns
and Black Educators' Responses
I. Black Component: CHCALT I. A Philosophy of
Education for Cultural Pluralism
A. Parent Concerns: Cultural Awareness. How can
we awaken the cultural awareness of our teachers
and help them to get it across in the classroom?
Statement of Problems on Cultural Awareness
1. The black culture is not emphasized or
tolerated.
2. The values of the black family and church
are not considered.
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3. School curriculum often serves to give theblack child a "new" set of values.
4.
Black students are advised "away from" thedirection that they and their parents plan
them academically without parentalinvolvement.
5. Black students are frequently rejected byblack teachers and counselors as well as by
white teachers.
6. Black students often have only all white
school leadership.
7. Stereotyped information about Blackness is
noticeable to children.
8. School staffs are not aware of their own
cultural and ethnic biases.
9. Teachers do not know the history and
cultural heritage of black people.
10. All school personnel do not understand and
appreciate the black student as a human
being with a culture of his own.
11. The moral and religious values the child
gets at home and in the community are not
known and respected by school staff.
12. Counseling in academics does not include
parents' desires for their children.
13.
Teachers are not sensitive to how they
react with black children.
14. Black language or speech is devalued, even
by black teachers.
15. Teachers have been trained about freedom but
do not experience freedom so cannot give it
to students.
16. Black people differ among themselves but
they are often treated as if they are all
alike
.
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, moral and ethical behaviors andpersonal philosophies. Issues related to each ofthese areas must be explored with individuals andgroups whom we contact within the school commu-
nity, if diversity is to be recognized as a factorin planning for Blacks.
Black Culture is not known by most teachers ofthe black child. Behaviors are often misinter-preted. Start in the training process. Dialoguebetween teachers and parents. Both operate from
two different systems. The behavior may not mean
wheat we think it does. Begin to try to explore
behind the behavior to the reasons for the
behavior.
In reference to respect and tolerance to cultural
fe3
f
ences
,
there is certainly a need for under-
standing before one can develop respect or
tolerance for them. Teacher training needs a
required curriculum on Black History and Culture.
One develops a respect for cultural differences
by:
• participating in that particular culture.
• being brought up in it socially. There is need
to understand the intricacies entered into in
the outside world. Retraining and reorienta-
tion, makes teachers aware of some of the
specific types of programs to help in this way.
Culture is always changing and what you got way
back, may not be in use today.
• thinking of it and approaching it in terms of
value to all of us. This whole concept is
difficult for projection because people see
that it is asking them to learn something about
you for your good.
Day to day staff development is needed to relate
to the many issues even in areas where we have
been trained. Teachers are on the firing line.
We haven't the experience needed.
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Educators must have a knowledge of the culturaland environmental background of the child.
Negative stereotypes of black culture should be
replaced with black cultural values.
As educators we are still struggling to free
ourselves from the various forms of racism,
prejudice, injustice and inequity. So long as
these conditions continue in our educational
system, we will not have realized a free society.
Educators must be committed as decolonizers if
they are to guide students in honest search of
their cultural heritage, and for a free society.
Education is for liberation. Teachers who would
serve in promoting freedom, must first be able to
assess themselves in relation to their behaviors,
prejudices and beliefs. Black students must
continue to struggle for liberation.
Education must provide strategies and method-
ologies to deal with the symptoms of problems of
institutional racism in the schools. Black
studies was the most important issue of the
decade. It raised the whole issue of European
Centered American Education.
We need to reorganize to rid ourselves of the
Anglo-Saxon dominance and open the way for all
peoples
.
The attitudes, beliefs, knowledge and instruc-
tional behaviors of teachers need to be critically
examined in light of new knowledge and literature
concerning cultural pluralism and its implications
for education of the culturally different youth.
Current teachers and teachers in training need to
understand how their feelings and beliefs
strongly influence their actions in any one given
situation. Many of these feelings and beliefs
are rooted in the historical perspective of
American Education, a perspective which did not
provide for Chicanos, American Indians, Asians,
and Afro-Americans.
C. Some Solutions Offered by Parents and Educators
The training and experience of teachers must
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provide
:
1 . understanding of the culture and life
of individuals and groups in the black
community
.
style
2. awareness and respect for the values theblack student brings to the school.
3. knowledge of black history and heritage andthe great contributions of Blacks to thebuilding of his country.
knowledge of how this nation demands freedom
to all people and the right to be different
and ways of putting this into action in the
classroom.
5. awareness of the rights of black parents and
students to have some say in planning
academic work.
6. awareness on the part of teachers of their
own biases.
7.
knowledge and awareness of the role of the
black church in socialization in the life of
most black communities.
D. Suggestions for Action
Form a school community support group and enter
into dialogue with parents, teachers and other
school personnel on a regular basis to identify
problems at work on them one at a time.
(Presented by parents; validated by educators.)
E. Implications for Teacher Education
Teacher training must address the following;
1. A knowledge of culture in general, and how to
learn a culture not your own.
2. Specifics about the culture, social,
economic, political and religious institu-
tions and factors which impact a particular
school community, group or individuals within
the target community.
Knowledge and appreciation of black history and
culture from the perspective of black people.
3.
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4. That teachers know themselves, their biases
cultural and religious orien^tiSns and how'this influences their interactions with
others.
5. Teachers that are able to understand and
accept cultural diversity as an asset.
6. Teachers with skills and courage to becomeinvolved in producing a new history for this
nation which includes all peoples. Americanhistory cannot be understood independent of
®^-3.cks
,
Indians, Mexicans, who make it
possible.
II. Black Component: CHCALT II. Sociocultural Aware-
ness; Home, School, and Community
A. Parent Concerns: Sociocultural. The black home
and community how do we educate others to under-
stand and appreciate the feelings, values and
support the family and community give black
self-esteem?
Statement of Problems
1. Teachers do not know about the black family,
the black church and black values.
2. Neighborhood resources are seldom used.
3. Black environment is not considered.
4. More black parents should be given an
opportunity to come to the schools as
resource people.
5. There are too few black models.
6. Aspirations of black parents for their
children are not found out by the school.
7. What the black home demands of its child is
not known or respected.
8. The foods selected by school cafeterias do
not reflect black diet, along with other
diets.
9. Principals, counselors and teachers do not
know the black community.
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10. Not enough black paraprofessionals are hired
and trained.
11. Black leadership in schools is often not
real role models for students to emulate.
12. There is no awareness of the historical
meaning of black speech.
13. There is too little known about the real
black experience. Schools' have never taught
it so even many black people don't know.
B. Summary of Educator Responses Relevant to
CHCALT II
There exists a great void in terms of what black
people ought to be about. As Blacks, we have not
succeeded in clearly defining it ourselves.
History as written has not satisfactorily
addressed this void, and so we continue aggres-
sively and systematically seeking to find
ourselves—define ourselves. The one thing that
we do know is that we are no longer accepting to
be defined by others.
We need our African beginnings as written and
interpreted by black people, and accepted by
other individuals and institutions—especially
the school which is one of the main institutions
for the dissemination of ideals and ideas, with
the teacher a disseminator of culture. This
being true, education and the schools must move
beyond "chitterings-soul-athletics and music" to
capture and become instrumental in the preserva-
tion of black culture. Teachers of black
children need to accept as a part of their
vocation the need to interface with the black
community whom they serve as the only way to
begin to understand and appreciate what black
people are about individually or an an ethnic,
and to experience firsthand the beauty and unity
in diversity of the black family. There is more
to being black than meets the eye.
Research has shown that black children have very
high self-esteems, and that the majority of black
people believe in education. Many black children
are graduating from universities yearly whose
parents never completed high school; many black
youth are able to survive the oppressive systems
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on throYgh the family and other blacko lented institutions of the community.
Education and the school need to find ways ofusing the tremendous resources of the black
community in improving the school environmentfor black children.
Black stereotypes related to language, behaviors
and abilities must be dispelled if Blacks are tobe truly included in a multicultural design with
equal benefits to black children in cross-
cultural learning.
Teachers of black children must be committed to
with the parents and students to realize
their needs and aspirations.
Schools should be a part of the community.
Untouched skills exist in the black community.
Unemployment is a real issue in the black com-
munity. Sixty-four percent of black teen-agers
were unemployed last year, 30-40% of mothers and
fathers
.
C. Some Solutions Offered by Parents and Educators
To contribute positively in this area, teachers
must have skills and competencies which can be
acquired only through firsthand experiences out
in the target community to gain:
1. knowledge and understanding of what parents
want for their children.
2. understanding of the strategies needed to
utilize the resources of the community in
educational planning.
3. awareness of the perceptions and expectations
parents have of the school and teachers.
4. skills in critical thinking and societal
analysis of the child's environment.
5. techniques that integrate parents in the
process of the school curricula and its
meaning for children.
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6 . knowledge which will help to dispel stereo-types of black people.
^
*
information on the power structure in thetarget area as related to educationalplanning.
8. knowledge and sensitivity to what parents
would like to have their children learn aboutblack heritage and culture.
D. Suggestions for Action
Design and implement a complete field-based
program for teacher training.
E. Implications for Teacher Education
Competencies in this area demand a field-based
design which recognizes that:
1. factors related to understanding the culture,
language and life style are best understood
through being with the people in their own
setting.
2. teacher competencies in the sociocultural
factors of home and community require
sensitivities related to cultural values
which youth bring to the school, acceptance
of differences, and knowledge and under-
standing of cultural and environmental
backgrounds of black children.
3. trainers of teachers must be equipped with
competencies to give realistic, experienced
based feedback.
III. Black Component: CHCALT III. Language and
Communication
A. Parent Concerns: Communication. We want our
children to be accepted with warmth and dignity
but as long as this society judges on English,
we also want them to learn to speak the way they
need to in this society to get in college and get
jobs.
Statement of Problems on Language and
Communication:
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1
. School staff
communicate
responses.
should be aware of how they
negatively with nonverbal
2 . School staff must interact affectively withthe black student. Y
3. Body language of black children is often
misinterpreted
.
4. Black students are rejected nonverballybecause of dress and life style, by both
white and black school leadership.
5. School staffs are not competent to provide
the environment needed for the black studentto feel good about himself.
6. Expressions showing racism are frequently
felt by black students.
7.
Black students should have school staff they
can communicate with.
8.
So-called good English is demanded by this
society, yet the schools still don't teach
it to our children.
9.
Racist books damage black children.
10.
Racism in media and books is not identified
and rejected.
B. Summary of Educator Responses Relevant to
CHCALT III
Much of what we communicate is through the non-
verbal. Teachers must be conscious of this, and
be able to assess their skills in this area. The
needs that students have to relate with adults is
often hampered due to nonverbal factors which
indicate that the actions of adults are not
congruent with their verbal statements.
Teachers need to be able to communicate accep-
tance, warmth, empathy and intellectual stimulus
—among many other things. The ability to
communicate in these areas will greatly enhance
the ability of teachers to interact affectively
with students.
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SrS ° f bla<~k students need to have knowledgea d awareness of factors of institutional andindividual racism which impact the lives of blackpeople, and they need the ability to feel them-
selves competent to relate and respond to the
needs and wants of all their students regardless
of race or ethnic origins.
Racism in books and media used in the schools is
often not detected due to the lack of sensitivity
of teachers in this area.
Teachers of ethnic backgrounds other than Black
need to become more confident in themselves as animportant person in the life of the students and
the community. Black people generally respect
the teacher and education. By the same token,
education and teachers must accept responsibility
for being worthy of this respect wherever it
exists. Understanding diversity and the rights of
people to be free must be reflected in the
associations and relationships of teachers and
other school staff as they interact with black
people
.
Black identity must be recognized in planning
with black people. Sensitivities in this area
will assist the school in advisement of black
students and respecting their needs for a
different type of counseling or a different role
model as a counselor.
C. Solutions Offered by Parents and Educators
Solutions related to the issues in this area
included:
1. The need for more strong black leadership as
role models in the schools.
2. Sensitizing counselors and teachers to the
need to discover and serve the unique needs
of each student.
3. Self-assessment procedures which would assist
in "weeding out" staff unable to relate
affectively with the black child.
Teachers who are able to respond to the needs
and wants of all children in a multicultural
setting
.
4 .
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5 . Teachers who are open, confident and able to
understanding and accepting whatstudents are expressing through factors such
as language, behaviors, fads in clothing orn
fi^ 4.
S
^
yles
'
grouP association patterns, and
attitudes toward authority.
D. Implications for Teacher Education
1* Teachers of the black student need to be
comfortable with "Blackness" and be able todeal with the needs and wants of the
individual child as well as the parents'
wishes for their children.
2. Training should provide teachers competent in
understanding human needs for acceptance,
belongingness and empathy as well as strong
knowledge based skills for subject matter
areas special skills are needed in the area
of communication and affective interaction.
3. Teacher training must not neglect the areas
of nonverbal communication in preparing
teachers. That which an individual gives off
nonverbally can be learned.
4. Teachers must be competent in analyzing all
materials and media which they use, for
racism and offensive stereotypes.
5. Teachers need to be able to understand their
own culturally related behaviors as they
influence interaction with others.
IV. Black Component: CHCALT IV. Diagnostic and
Prescriptive; Strategies for Change
A. Parent Concerns: Special efforts should be made
to change curriculum to meet the needs of black
students as well as for others.
Statement of Problems on Diagnostic and
Prescriptive Strategies
1. How relevant is the average curriculum to the
black child?
2. Black parents have little say in what happens
to their children in academic placements.
79
cJ
?
lldren are not taught to deal withthe racism and other oppressive things intheir environment.
Slacks do not learn the history and culture
ethnic minorities. All studentsshould be learning about the history and
culture ° f 311 °ther students in a positive
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hist°ry is not taught’. Black culture
and history should be a regular part of the
courses taught to all students daily,
emphasizing the positive.
6. Blacks are often steered away from math and
science
. Black students must be success
oriented in math and science rather than
"fear oriented."
7. Class assignments should be more black
oriented.
B. Summary of Educator Responses Relevant
to CHCALT IV
The school and the parents must work together in
integrating the cultural and environmental back-
ground of black children in the school curricula.
This will demand continuous dialogue and planning
on the part of school and community. Curricula
areas assessed should include all subject areas,
and emphasis should also be given to diet,
values, social relationships and societal
perceptions throughout.
The school should be assessed for personnel,
facilities and administrative qualities which
promote multicultural approaches for all students.
Parents working with the school must be utilized
as resources in identifying community patterns or
desires which give rise to certain types of needs
where the school is concerned.
Books, media and materials for promoting and
preserving black history and culture must be
provided for use in cross-cultural teaching/
learning
.
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Black hisliory which is taught must be resDre-sentative of more than a recapitulation of thehorrors and oppressive conditions accompanying
f
must Provide for integration of blackli e and heritage into all areas.
Educational planning must steer away from theories
4
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aPPr°aches which are unsound in relation tot e developmental needs and stages of any onegroup. Planners must be aware of the fact thatAmerican education historically did not provideor Blacks
, Indians, Chicanos, Asians. It onlvprovided for the Anglo Saxon. Vestiges of thisthrust still lurk dnagerously amidst all of ourplanning and serve to create misconceptions which
seriously handicap planning for multicultural
education.
C. Solutions Offered by Parents and Educators
Teacher and parents should be trained to work
together to change things for the benefit of all
children
.
D. Suggestions for Action
Parents will plan a meeting with university
faculty and teachers to continue exploring the
issues. The meeting will be held in the
community and on a Sunday when parents and
teachers are free.
• Institutions must change to give black support
—we must transform institutions, as they now
destroy people.
E. Implications for Teacher Education
1. Teacher Education must be revised if it is to
substantially contribute to preparing
teachers with competencies to address the
problem of equal and excellent education for
the culturally different.
2. Teachers must be trained in strategies to
deal with the symptoms of the problems of
racism in the schools, and work with the
school community in effecting change.
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3. eacher education must provide skillthe system of Anglo-Saxon dominancethe way for all peoples.
s to rid
and open
4. With the new knowledge on how to train forthe acceptance and the implementation of
change
, teachers should be among the firstto be recipients of strategies for change,
otherwise many opportunities to make smallbut significant progress in this area will
not be detected or implemented.
5. Curriculum cannot be just overhauled, it must
reflect the change in Americans' perspective
on the reality of pluralism. We need morethan superficial alternation of curriculum.
Part C: Summary Analysis of Input From Black
Educators' and Parents' Responses: CHCALT
Multicultural Conference
An examination of the input from black educators
during the conference reveals that as a group, their
expressed concerns held implications for teacher education
which could be readily associated with each of the charac-
teristics identified as humanistic multicultural. The
frequency of their responses to any one characteristic, as
well as the responses of parents to the educator's input is
documented in this summary, and will influence the content
of the training module selection which follows in Chapter
IV. The teacher competency areas implied by this input
will form the framework for the development of objectives
for the training modules. A list of the eight humanistic
multicultural competencies are found in Chapter II (page
43 ) .
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Table 1 shows the priority ratings assigned the
various characteristics during the conference input by
black parents and educators.
Table 1
Rating by Cumulative Percentage of
Black Parents and Educators as
During the Conference
Responses of
Expressed
Characteristic Frequency Cumulative %
of Responses
6 * Preserving Cultural
Diversity 28 .29
4 * Combat Social, Economic-
Political Dehumanizing 24 .55
8 * Curriculum and Personnel 14
.71
2 Being Humanistic, Affective
and Cognitive, Self-
Understanding
7
.78
3 Worth, Dignity and
Self-Concept 7 .85
7 Institutional and Personal
Change 7 .92
1 Full Development 4 .96
5 * Teachers as a Perceptor 4 100.00
*
Areas which will be developed in the training modules
in Chapter IV.
Breakdown of conference input . Of the eight humanis-
tic multicultural characteristics selected, #4 and #6 were
emphasized by all nine of the presenters of position papers.
Suggested teacher competencies drawn from implications for
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teacher education indicate that twenty-five to twenty-eight
of the total competencies suggested are related to these
two characteristics.
Characteristic #6 related to "culture, diversity and
freedom" received the highest priority, followed closely by
characteristic #4 which is related to combating "dehuman-
izing aspects of environments that oppress people." In the
third place is characteristic #8, related to "curriculum
and personnel," with fourth place going to characteristic
#3, which emphasizes "worth and dignity."
The three characteristics receiving highest support
will be discussed in depth according to their numerical
order (#4, #6, and #8), with some emphasis on #3. The
remaining characteristics, #1, #2, #3, #5, and #7, will be
discussed as related to those four characteristics
receiving highest support during the conference.
Characteristic #4 is related to CHCALT II—Socio-
cultural Awareness, Home, Community, School. In summary,
according to these findings, a major need of a humanizing
teacher preparation for teachers of black students is for
preparation for dealing effectively with the dehumanizing
aspects of the "social, economic, political and cultural
environments that oppress people, and constrains their full
development." The support given this characteristic which
is related to various aspects of human development,
naturally lent emphasis as well to characteristic #1, which
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is concerned with the "full development of human beings
through education and schooling." m the various educators'
input presentations, there were approximately twenty-eight
references to this area of competency.
This area also provoked much discussion from the
parents during the conference. They generally agreed that
these issues are important, but continually challenged
educators to be "less intellectual" and also to explain
what the schools were presently doing toward becoming
effective in this area.
In relation to this area, perhaps, more than any
other, parents demonstrated a great deal of "person blame,"
much of which was directed at educators at all levels
(schools, colleges, universities). Educator responses
ted their lack of answers. Both groups, however,
expressed a willingness to develop resources and seek
answers together. Most sincere responses came from
teachers at elementary and secondary school levels:
How do I go about getting this type of input into
the instructional program without raising issues
which cause conflict? How do you tell the truth
about social, economic, political and cultural
issues related to Blacks without causing "rage"?
Expressed parent concerns included: How can teachers
handle these issues when they really don't know? How can
they learn? Is anything being done about preparing them in
this area? How can all parents be made more conscious of
the need for this kind of input into the schools so that
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they can support teachers in this area?
Educators and parents alike were very concerned about
the lack of true historical information about the
contributions of black people, both in textbooks as well as
in the repertoire of parents and educators.
Specific ways in which to begin to narrow the great
gap in this area were addressed particularly in the
following presentations by black educators: Cultural-
Linguistic Pluralism and Education for the Free Society;
Sociocultural Awareness, A Black Perspective; Psychology
of Black Americans; Historical Perspective; Black
Americans ; Issues of Growth and Development; and Politics
and the Education of Black Americans. However, actual
implementation is yet to be achieved (see Appendix B for
summary of input)
.
Among the oppressive conditions discussed at the
conference which were of concern to all participants and
related to this area, are those of discrimination in
employment, education, housing; racism and sexism in
textbooks and in the mass media; the lack of acceptance and
respect for black moral, aesthetic and spiritual values in
educational planning; the lack of respect for student life
styles and the absence of counselors able to relate; the
great burdens placed on counselors with so many students
assigned; the lack of available technological equipment
needed to acquaint students to the type of world they live
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in; the absence of facilities and programs to promote
health and physical education for all students rather than
for a few, talented students for competitive sports; the
absence of black role models in all institutions; the lack
of knowledge on the part of teachers and school personnel
of the needs and aspirations of black parents and the
political pressures used to divide minorities, and cloud
the real issues related to gaining equal educational
benefits for their children; and lastly, the institutional
patterns which promote the status quo and support systems
designed to prevent individuals and groups from becoming
active in making decisions about their own lives.
Although clear answers to these problems were not
formulated, the parents and educators did reach a feeling
of unity in relation to these issues. Educators began
identifying themselves as parents and dialogue began as
between parent and parent concerned about their children.
Parents and university faculty began to identify the system
as being to blame. Teachers were much slower to blame the
system. Administrators were for the most part "silent" on
these issues. At one point, an administrator intimated
that the tape recording was inhibiting discussion. A parent
turned the recorder off, but there was no response, so
taping was resumed.
Characteristic #6 (related to CHCALT I--A Philosophy
of Education) , which received the highest frequency for
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implied teacher competencies, is related to respect for
cultural diversity and freedom to preserve and extend black
values, heritage, history, etc., as the right of each
individual
.
This characteristic was supported in the position
papers, by panelists, parents and general' participant
responses
.
Parents were most adamant in demanding that education
must respect diversity. References from parents included
the following statement taken from various tapes:
Black children have coherent systems of values and
morals. Educators need to understand and respect
these systems and how they grow and develop.
Our children do come into the school system with
a set of morals and values that they have learned
at home and in the community. As was said by a
speaker today, the years from 1-5 are not wasted
years and we are interested in seeing that these
things are not devalued or wasted in the system,
but brought to the forefront and reinforced
positively not negatively. Our purpose as parents
is to see how much of this can be brought out for
dialogue in this conference.
There is a great deal of psychological warfare
going on against our children. The busing issue
is an example. White middle class values are used
for psychological warfare against our children.
As parents, we want our children's values rein-
forced instead of negated.
How do educators reflect the values of the black
community? As a black parent, I want to know.
I want concise answers--something I can get my
teeth into. Has this conference reflected the
values and diversity of the black community?
I am wondering at you. I am an irate parent. I
am mad as h . My child is suffering over there
in a school in Southeast San Diego where he chooses
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to go because he is Black and always will be Black
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- We need somepeople to interact with that young man and hispeers the way that you do with those white kids at
xt—r -= University. Help our children keeptheir Blackness, but give them what they need to
succeed. 1
How do you teach freedom if you do not know it?Do they provide for you as a black person in the
university training? What freedom do white and
Chicano and other teachers have in University
Training?
All educators, but especially counselors must learn
to understand the unique needs black children willhave for support if they are to succeed academically.
Lack of understanding and stereotypes have been used
to rationalize steering too many black children out
of academics and into low academic self-expectations.
Educators need to understand the black community and
how it influenced the black child so that the black
child's formal education can be made consonant with
his present and future real-life roles.
Black history and heritage and the great contribu-
tions of Blacks to the building of this country
need to be integrated into the total curriculum
for all pupils.
I want my child to be free to be what he wants to
be. I have taught him Blackness. He won't lose
that. I just want you educators to let him feel
free to be Black.
These are just a few samples of parent responses related to
this characteristic.
Input from black educators related to culture,
diversity and freedom to preserve and extend black values,
heritage, history, etc., included especially strong state-
ments from Kerri (1976) , the anthropological perspective;
Hillard (1974, 1976), in reference to education and the
free society; Bennett (1964, 1975, 1976) on the historical
89
perspective; Sullivan (1976) on futuristic trends; Guthrie
(1976), and Blaylock (1976) related to psychological
development; Anderson (1976) on sociocultural awareness;
and Meadows (1976) on the aesthetic and spiritual. Even
when references to these issues were merely implied by
educators, it served to illicit discussion and feedback
during the session. For a more complete description of
this input, see the excerpts from parent and educator
discussions in Appendices A and B.
In summary, judging from the overall responses, what-
ever modules are developed will need to heavily include
input related to culture, diversity and freedom.
Characteristic #8 (related to CHCALT IV--Strategies
,
Diagnostic, Prescriptive) was given third highest emphasis
during the conference. This characteristic is related to
the provision of personnel, curricular and strategies which
reflect the needs of learners of various cultures, life
styles and learning styles.
The tendency in discussing the issues related to this
area was to relate personnel, curricula and strategies to
the issues of understanding and self-knowledge as empha-
sized in characteristic #1, or the emphasis on being
humanistic in the affective as well as the cognitive, as
emphasized in characteristic #2.
Implications from the discussion of this character-
istic also indicated that characteristic #3 (the ability to
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respect dignity and worth of each individual, and various
cultures) is fundamental to personnel and curricula
development
.
The greatest overlapping in relation to interpre-
tations concerning the appropriateness of curricula and
personnal was with the elements contained in characteristic
#4 (combating dehumanizing social, economic, and political
conditions)
,
and #6 (diversity, freedom, etc.)
In the review of humanistic literature, the tendency
was toward selecting a majority of the characteristics
which leaned toward the affective in relation to issues of
self-knowledge, self-understanding, self-concept, full
development, etc. In actual conference documentation,
these issues are very much included; however, the perspec-
tive and emphasis is tied into characteristics #4 and #6
—
sort of in the sense of saying that knowledge and under-
standing is good but let it be heavily in terms of the
social, political, economic, and cultural issues of black
people. At one point an educator, feeling that the mission
of the conference might be lost in the "affective," went
overboard in clarifying:
We are really talking about education of kids and
I don't know what love has to do with education
of kids. If love is important, we must define
love in an educational context. That means what
we got as kids--expectations
,
consistency,
reporting to parents, how to survive in a white
world. A teacher is to teach, not love. Students
are here to learn, not love. Today, learning
means having teachers knowledgeable about
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socioeconomic issues and education systems freeinathem to pass that knowledge on.
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He later explained that he did not mean "no love," that
loving and caring" are essential ingredients.
In relation to personnel, the parents continued to
stress the elements related to characteristic #5 which
refers to the skills which they feel transcend race, color
or ethnic origin in teachers. Their remarks indicated that
some black teachers are less understanding than Anglo
teachers; or that, as one parent explained:
One of the main things I get from kids from the
kindergarten on through when they see a black
person in leadership at school they identify
immediately with the color. They say, "Hey, here
is someone in a position I can relate to. If I
have a problem I can go to him, but when they get
to the person, there is no communication. They
say, "Mom, he's an Oreo." The black intellectual
people today spoke of blackness in the third
person—black people this--black people that.
Discussions related to characteristic #5, affective
interaction, were not explored by educators except in the
context of #8, the curriculum and personnel. Thus, little
attention was given this area beyond parent input. It is
an area which demands interactive skills on a very high
level, not usually delved in training. There is obviously
a need for exploring this one also in the training modules
based on the scarcity of response of educators to parent
concerns, and its association with all areas in the minds
of parents
.
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One factor stressed most in the discussion, and
related to elements of characteristic #8, is the fact that
curricula content about Blacks must be real, and a part of
the overall offerings to all students; and that black
children must be with students of other ethnic groups so
there would be more of the cross-cultural exchange
essential in multiculturalism in education. It was also
expressed by several participants that personnel must also
be multiethnic to carry out a multicultural program.
Characteristic #3, related to emphasis on the worth
and dignity of each individual and the respect for varying
and linguistic styles, was also implied in five of
the nine position papers. Suggested areas of competency
related to this characteristic included the need to have
teachers competent in designing experiences which dispel
negative stereotypes through the inclusion of black
oriented cultural values; skills in sensitizing persons
to black culture, and references to the need for learners
to succeed academically as an issue related to positive
self-concept
.
Several of the presentations contain reference to
planning and selecting materials which provide cross-
cultural understanding (relating it to #8)
.
The emphasis
on worth and dignity is especially stressed in the topic
on Cultural-Linguistic Pluralism and Education for the Free
Society. (See Appendix B.)
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Closely associated to this characteristic on multi-
cultural curriculum and personnel is #2, with emphasis on
understanding human beings as well as subject matter.
Competencies suggested for areas related to characteristics
#2 and #3 seem to overlap, with greater emphasis on #3,
which states the importance of being humanistic in subject
matter, but in understanding self and others. Specific
references related to #2 are contained in the presentations
by educators on Diagnostic and Prescriptive Strategies,
Growth and Development, Black Psychology, and Anthro-
pological Implications. (See Appendix B for summary of
input.
)
Characteristics #5 and #7 were implied throughout the
conference by both educators and parents, but less
frequently than others. The references to institutional
change (#7) were made more pointedly by speakers on
politics
,
history and pluralism in education and somewhat
supported by the anthropological and historical presenta-
tions, but received little direct mention from parents
except within the context of the three highest priority
areas shown.
The input from black parents and educators presented
in this chapter indicates the need to develop the proposed
modules as shown in Table 2. Additionally, these modules
will serve to operationalize the training sequence for the
Black Component. Each module of the cluster will be
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developed within the framework of the CHCALT process, but
will identify competencies specifically derived from the
input of black parents and educators as documented in this
study.
Table 2
Proposed Modules for the Competency
Based Cluster
Related Humanistic „ ,
Module Title Multicultural Related. CHCALT
Characteristic Component
1. Culture, Diversity
and Freedom Philosophy
2. Teacher An Advocate 4
3. Teacher a Perceptor 5
Sociocultural
Language/
Communication
4 . Teacher a Change
Agent
Diagnostic-
Prescriptive;
Strategies for
Change
Table 2 illustrates the CHCALT components through
which the identified priorities for characteristics will
be developed as a one-year program for humanistic
multicultural training, especially for teachers of the
black student.
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0utline of a Summary of the Proposedodules and Identified Competencies as TheyRelate to the Four Components
of the CHCALT
I. Module I: Culture, Diversity, Freedom
A. Humanistic Multicultural Characteristic- #6Diversity and Freedom '
B. Related CHCALT Component: A Philosophy of
Education
C. Related Comptency Areas from Parent and Educator
Input followed by Specific Statements of
Competencies Developed in This Module
1. The ability to apply a relativistic and
holistic approach to the study of culture
(Ember and Ember, 1976), which will prepare
them to function effectively with varying
individuals and groups.
Assess one's self in relation to readi-
ness to accept differences of race,
culture, and the concepts related to
freedom and rights of individuals to be
different.
2. An awareness of the inhumane nature of the
traditional education, sociological, and psy-
chological theories that have not addressed
the needs of black people, and have more
often than not been damaging to Blacks.
Assess the fallacies related to the use
of social, political and economic
theories and concepts as they are applied
to lives of a particular ethnic culture
(Black)
.
Discuss and analyze the inhumane nature of
the traditional educational, sociological
and psychological theories that are
damaging to black people.
3. The ability to detect the incompatibility of
certain child growth and developmental
theories with the culture and life style of
Blacks in any one setting.
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Assess the incompatibility of certainpsychological and child growth and
developmental, theories with the culture
and/or life styles of black learners.
4 * A knowledge of black music's contribution tothe mosaic of American life and cultural
expression
.
Recognize the importance of the spiritual
and aesthetic expressions of a given
community/cultural group.
5. Skills in critical thinking and societal
analysis of the child's environment.
6. Skills in developing curricula that integrate
the diet, values, social relationships and
societal perceptions of black people.
7. Skills in sensitizing persons to black
culture
.
Assess one's understanding and recog-
nition of the major social forces which
affect language, behavior, and life style
in any one setting.
II. Module II: The Teacher An Advocate
A. Related Humanistic Multicultural Characteristic:
#4, Combating Dehumanizing Conditions—Social
Economic, Political That Constrain Full
Development
B. Related CHCALT Component: Sociocultural Aware-
ness: in Relation to Home and Community
C. Related Competency Area from Parent and Educator
Input Followed by Specific Statements of
Competencies Developed in this module:
1. A knowledge and understanding of the politi-
cal nature of education and the schools as
it affects the efforts to extend equal
benefits to all students.
The ability to work with parents and
community to combat oppressive conditions
which produce failure of institutions
97
to serve the growth, development, and
aspirational needs of black children.
2. The knowledge and ability to implementprograms which will train black students andparents to combat the remnants of a longhistory of educational neglect and
powerlessness
.
A knowledge and understanding of the
political nature of education and the
schools as it effects the efforts to
extend equal educational benefits to all
students in a given school community.
The knowledge and ability to be involved
in projects and programs which will
assist black students and parents to
identify, and solve problems related to
erasing the remnants of a long history
of educational neglect and powerlessness.
3. Sensitivity and knowledge of the factors of
institutional and individual racism which
enter into the efforts to provide equal
educational benefits to black Americans.
4. Self-assessment in relation to readiness to
work with parents and community to combat
oppressive conditions which produce failure
of institutions to serve the growth and
development needs of their children.
Sensitivity and knowledge of factors of
institutional and individual racism which
enter into the efforts to provide equal
educational benefits to black people
(Bennett, 1976)
.
5. The ability for self-assessment in relation
to the compatibility of one's personal
beliefs and attitudes toward the education of
black people related to what they want of
education and the schools.
6. Skills in combating dehumanizing conditions
in schools.
7. Developing techniques that integrate parents
in the process of the school curricula.
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Skill s in working with the school
community in naming and solving problems
related to dehumanizing conditions inthe schools.
8 . nowledge and sensitivity and commitment as
/?o?}?niZer ' which as described by Hilliard(1976) would involve the following:
a
a. While not necessarily trained in the
culture of any particular cultural group,
the noncolonial educator will be able to
lead any student in an honest search for
that student's own heritage as seen by
their own people. At the same time, the
noncolonial educator will be a capable
critic of his or her own cultural data
base and will be embarassed by immature
chauvinism.
b. The noncolonial educator will demonstrate
the ability to tap the experience pool of
any student and to use that information
pool in the teaching of that educator's
own discipline.
c. The noncolonial educator will understand
thoroughly points of view on his or her
subject field which came from at least
one cultural stream different from his or
her own
.
9. A knowledge of how to utilize individualized
personalized instruction facilitating
learning.
The ability to guide students in a search
of their own culture as perceived by
their own people (Hilliard, 1976)
.
III. Module III: The Teacher A Perceptor
A. Related Humanistic Multicultural Characteristic:
#5, The Teacher A Perceptor
B. Related CHCALT Component: Language and
Communication
C. Related Competency Area from Parent and Educator
Input Followed by Specific Statements of
Competencies Developed in This Module:
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1 . Sen sitivit:y and knowledge of how traditional
education has strongly influenced teacher
attltudes toward black youth, andthe ability to assess one's own behaviors ininteraction with learners.
2.
An awareness and knowledge of misrepresenta-
tions and omissions of hte history and
cultural contributions of blacks to thedevelopment of America.
Demonstrate sensitivity and knowledge ofhow traditional education has strongly
influenced teacher beliefs and attitudes
toward needs of black youth (Sullivan,
1976), and discover learner "needs and
wants without traditional testing or the
usual referral procedures.
3. Competency in dealing with students' cul-
turally related behaviors, and differences in
learning styles.
Assess your own behaviors in interaction
with black learners (Sullivan, 1976)
.
Implement and maintain professional
personal interactive practices which
contribute toward education for libera-
tion of black students (Hilliard, 1976)
.
Sense the need which students from
different cultures have to be viewed as
they view themselves (Hilliard, 1976)
Be aware of the ways in which "difference"
is an asset in cross-cultural teaching/
learning
.
4. Developing skills in understanding black
speech and using the language of the black
child as a medium for language arts.
IV. Module IV: The Teacher A Change Agent
A. Related Humanistic Multicultural Characteristic:
#8, Curriculum and Personnel Reflect Needs of
Learners at All Levels
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B. Relatied Competency Area from Parent andEducator Input Followed by Specific State-ments of Competencies Developed in ThisModule:
1. A commitment to planning and selecting
curricula which respect the worth anddignity of all peoples and which promote
cross-cultural understanding.
Reorganize and rid curricula of the
Anglo-Saxon dominance thus opening
the way for reflecting the true
pluralistic nature of our society
in all areas.
Implement strategies and methodolo-
• gies to deal with the symptoms of
problems of institutional racism
which are reflected in the school.
2. Awareness of the societal factors which
indicate a need for futuristically
oriented educational approaches, and
knowledge of methods and techniques for
implementing these approaches in the
classroom.
3. The ability to establish realistic
performance criteria based upon learner
and teacher needs and skill in devising
criterion referenced tests which are
appropriate to the individuals and/or
groups served.
4.
The ability to apply strategies for change
needed to work with a wide variety of peoples
and groups.
Provide strategies, methods and techni-
ques for preserving and reflecting black
history and culture in school curricula
for learners at all levels.
Develop skills in understanding black
speech and using the language of the
black child as a medium for language
arts
.
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Summary
The input from black educators and parents presented
m this chapter reflects the elements of a humanistic
multicultural approach in the eight original characteris-
tics identified in Chapter II. However, the frequency of
implications for competencies related to these areas
varies, as do the competencies of each CHCALT component
analyzed in Chapter II. For example, Table 2 (page 94)
indicates the emphasis by educators, and supported by
parents on characteristic #6, related to cultural diversity;
#4 combating dehumanization, and #8, related to curriculum
and personnel. Also, much of the evidence supporting these
characteristics was tied into the concerns with the
realities such as unemployment and discrimination in
educational institutions, health care and other public
facilities. In other words, the emphasis given these areas
was largely significant in relation to a means toward
improving social, educational and economic conditions.
In relation to the remaining characteristics; #2, on
being humanistic in the cognitive issues as well as the
affective; #3, worth, dignity and issues of self-concept'
and #7, concerning institutional and personal change, very
few references were made excepting as they were referred
to as "enablers" toward implementation of elements related
to characteristics #6, #4, and #8. Characteristic #5 was
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implied by parents, but received minimal support from the
general conference dialogue.
As a result of this input from parents and educators,
the framework for training modules in Chapter IV will
emphasize characteristics #6, #4, and #8 as shown in'
Table 2 (page 94). Additionally, the author will develop
materials emphasizing characteristic #5 as it identifies a
teacher role which will be inclusive of the competencies
implies in characteristics #1, #2, #3, #6, and #7.
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CHAPTER IV
A HUMANISTIC MULTICULTURAL APPROACH
TO TEACHER TRAINING
Introduction
This chapter integrates the input from black parents
and educators into an interdisciplinary competency based
teacher training sequence. This sequence is composed of a
cluster of four conceptually related module outlines. Each
module addresses the acquisition of a set of competencies
identified as crucial by parents and educators. Each
module is related to one of the four components of the
CHCALT Multicultural Teacher Training Process described
earlier in this study. These four modules serve to
operationalize the black component of the CHCALT process,
from the perspective of black parents and educators, and as
validated by teachers of the black students. The sequence
is developed based upon the following assumptions:
1. That there exists a broad-based structure for
bridging the gap between the academic demands of the
university and the realistic needs and aspirations of the
school community.
2. That the structure for bridging the gap is a
support group of parents and community people in any one
school community who are open to dialogue with education
concerning their children and who are working with school
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personnel on the development of the training design.
3. That university and schools accept and utilize
this great community resource in training and retraining
teachers
, and that dialogue be continuous and ongoing.
4. That teacher training is largely field based with
provisions for feedback from trainers competent in know-
ledge and understanding of the school community with
special skills in relation to any one or several ethnics
represented in the school community.
Following is an overview of the module cluster
developed in this chapter:
Module I: Culture, Diversity, Freedom (Complements
CHCALT I Philosophy of Education)
. This module provides
the cognitive base for understanding the concept of culture,
with emphasis on black history and black thought. It
provides for selected readings largely by Blacks, about
Blacks. It is the only module of the cluster which
requires extensive reading. However, the competency based
format provides for teachers to work in small groups at
their individual school sites. It presumes that the
facilitator will be available as needed and that a
reference library will be placed out in the school district.
This format enables the dialogue essential to internalizing
written materials and translating them into a meaningful
perspective. It also affords early contact with the school
community support group of the particular site.
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Module II: The Teacher, An Advocate for Education for
—
eed°m: Strategies and Techniques for Negotiation
(Complements CHCALT II-Sociocultural Awareness, Home,
Community)
. This module is completely field based. it
provides for trainees a firsthand experience in the socio-
cultural dynamics of the black school community. it
emphasizes the need for skills as an advocate in working
with the parents in the school community to identify,
analyze and solve problems related to mutual concerns.
This module is dependent upon a small group of committed
parents who are prepared with social literacy training to
become active in dialogue with the school for securing
benefits for their children. These parents will provide
the field experience and dialogue necessary for preparing
teachers to better serve the needs of the students (see
Appendix of this module for information on social literacy
training)
.
Module III; The Teacher, A Perceptor; "Sensing" An
Imperative for Multicultural Education (Complements CHCALT
III—Language and Communication)
. This module provides a
nonthreatening self-assessment in relation to affective
relationships basic to improved teaching/learning. The
underlying assumption here is that given knowledge and
sensitivity to the student as a unique human being, the
teacher is able to respond with confidence to the needs and
wants of students without traditional procedures of testing
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and referrals which many times serve to further alienate
the learner. This does not mean to imply that all
situations are under the control of the teacher. it does
encourage the teachers to become proficient in tools to
extend as far as possible in understanding and inter-
preting student wants without fear of failure. "Wants" as
used in this module are not to be confused with "interests."
Wants are more deep seated; related to aspirations or
desires; which, if quickly identified, may serve as a basis
for planning to meet "needs." This module is also field
based.
Module IV; The Teacher, A Change Agent; Strategies
for Diagnosing and Planning the School Climate for
Humanistic Multicultural Education (complements CHCALT IV--
Strategies, Diagnostic, Prescriptive)
. This module is
designed to help teachers take the skills and sensitivities
acquired in previous modules and coordinate them in a
design for working with the school community for planned
change
.
This most important teacher role provides a conceptual
framework for enabling education to begin responding
positively to some of the concerns of parents and of
teachers as they work together to improve the education for
all children. The trainee will not be able to realize the
full impact of this project unless he or she is able to
remain in the target school for a reasonable period of time.
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However, the competencies gained through this experience
should be applicable in most situations.
Part A of this chapter is a brief summary of the
reaction of 103 teachers of black students in the San Diego
area. These reactions are to the validity of the areas of
emphasis and stated areas of competency identified by black
parents and educators. Part B presents an outline of the
module cluster developed as an illustrative guide for the
training of teachers of black students. Part C is a sum-
mary of the opinions of selected experts in relation to the
feasibility of the modules for the training of teachers.
Part A: Summary of Reactions of Teachers of
Black Students to Identified Competency
Areas for the Proposed Training
Modules
The areas of teacher competency suggested in Chapter
III were presented to over one hundred teachers of black
students in the San Diego community. The ethnic breakdown
of this group included about 80 percent Anglo; 15 percent
Black and 5 percent others. Sixty-seven percent are at
secondary level and 33 percent are at elementary level.
See Table 3 for a summary of responses.
In addition to the checklist types of responses shown
in this chart, written comments were solicited. The
following summary of these written responses indicate some
of the concerns expressed by teachers in relation to
Table 3
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specific competency areas.
First, concerning the competency area on the Histori-
cal Perspective, teachers recognized these as competencies
which would be most helpful, but wanted to know how they
could be acquired as training curricula. Several stated
that they could see the need for historical materials
written by black authors, as recommended. Some identified
the importance of black materials for teachers of English,
Literature and History at junior and senior high levels,
but failed to see how they could be used in all subject
areas. Several stated that the addition of black history
at the elementary level would be most helpful for all
students. The overall rating of this area is between
helpful and most helpful.
The second competency area related to Culture,
Diversity and Freedom gave rise to varied responses. Many
teachers expressed concern related to the terminology used.
Some of these concerns are seen in statements such as
"Liberation What does it mean? It's so general, I don't
know what you mean by a decolonizer—what would you
decolonize?" Others stated that the concepts sounded most
helpful as areas of teacher competencies, but "where would
you learn these things?" Most comments in this area stated
that (1) teachers need to learn to relate effectively with
other teachers and school staff whose cultures are
different from theirs, and (2) that "education for
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liberation" must first be provided for teachers before they
can provide it for students. On the whole, this area
received great support and interest from all teachers. The
summary chart indicates that it is number one priority for
training.
The third competency area listed on the chart is the
Anthropological. The comments listed in this area refer to
the need for teachers to be competent in strategies for
change, among the most important one being legal protest
and remaining within the law. The author feels that both
of these concerns are more closely related to the political
area of competencies. Teachers identified this area with
freedom and rights of all people, based upon acceptance of
all people as equals, thus the association with
anthropology.
The fourth competency area relates to the Growth and
Development of the Black Child. The comments were almost
in total agreement that teachers were not aware of the
existing theories that are incompatible to the black life
and culture. They felt it would be helpful for teachers to
know these materials if they are to work with black
students. The group further expressed their agreement on
the failure of the school to meet the needs of black
children especially at the elementary level because only
general experiences are provided during training. This
area was rated better than helpful as a training need for
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teachers of black students.
The fifth competency area dealing with the Psychology
of Black Americans received much comment, especially from
counselors. Some implied that the program suggested is
most idealistic as teachers are trained to teach one sub-
ject. Some felt that the skills implied in these
competencies demand that a teacher needs to be a specialist
in race realtions, and that this would be impossible to
acquire in regular training. still others expressed fear
that emphasis on the "outmoded, traditional" may be laying
the groundwork for the Jensens and Moynihans. On the other
hand, they agreed strongly on the references to stereotypes
about Blacks and rated this area as most helpful.
The sixth competency area related to the area of
Concerns of the teachers include (1) the fear of
back to Black Power and a loss of any gains black
people may have made so far, and (2) recognition of the
importance of having teachers capable of understanding the
politics of education as it is the "only solution."
Concerns about how to get parents involved as change agents
can only be realized if parents are active. A number of
teachers also expressed needs for skills in this area due
to the pressures being put on districts to desegregate
schools. Although the area is rated helpful or more,
teachers wanted to know if these courses are really being
taught as they had not experienced any such training. A
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final comment stated, "the best way to change institutions
is through accepted
, strong politics." This area received
an overall rating of better than helpful.
The seventh competency area that dealt with Aesthetics
and Spirituality indicates that teachers, on the whole,
associated this area with religion and rejected spiri-
tuality as a goal for education in the schools. They did,
however, accept music as important, but not in all areas of
the curriculum.
The eighth competency area on Sociocultural Awareness,
received great support as a priority area, with many of the
comments directed to the most helpful field based approach
implied. Again, the need to have the teacher competent in
relation to issues of school integration surfaced.
However, there was ambivalence expressed in relation to the
reference to black speech. The consensus expressed was to
the effect that they preferred emphasis on the English
language. "Are we as educators concerned with black
speech, or with proper English and other languages spoken
correctly?" Black speech was questioned as a medium in
language arts and in some comments it was suggested that it
should be omitted from the list of competencies. There was
general agreement on the value of having to be out in a
field-based training to acquire these skills.
The ninth competency area, related to Current
Educational Research-Diagnostic Prescriptive, elicited
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much discussion and received high priority as a needed
competency area for teachers. This area was rated impor-
tant largely because of its implications for competencies
in dealing with the dehumanizing conditions in the schools
and the issues related to differences in learning styles.
The emphasis on individualized, personalized instructions
also received priority rating. This area was rated most
helpful and although teachers stated that these skills were
needed, they questioned how they could be acquired, with
the exception of those related to individualized learning.
Table 4 shows the teacher responses, in order of
priority rating, to the competency statements which form
the basic framework for the module cluster developed in
Part B of this chapter. This priority rating determined
the emphasis of the modules, and provided the basis for
the competencies identified in each of them.
The ratings given these focal areas of competency by
teachers of black students validates the input from black
parents and educators summarized in Chpater III of this
study.
Conclusion . Much of the terminology used in the
statement of these competency areas was foreign to many
teachers. This was observed during the sessions where
the author presented the opinion survey in person.
Questions were numerous, but interest and support was very
high among all groups.
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Table 4
s
““S
tne San Diego Community
KanK
Order
Competency
Statement* Rating Competency Focus
1 5 4.77 Culture-Diversity
2 7 4.77 Culture-Diversity
3 37 4.53 Sociocultural
4 14 4.47 Anthropological
5 44 4.43 Research-Strategies
6 39 4.41 Sociocultural
7 8 4.37 Cultural-Diversity
8 2 4.35 Historical
9 4 4.35 Historical
10 18 4.35 Psychology of Blacks
11 35 4.34 Sociocultural
12 36 4.34 Sociocultural
13 11 4.32 Culture-Diversity
14 15 4.31 Growth & Development
15 13 4.29 Anthropological
16 21 4.28 Psychology of Blacks
17 42 4.28 Research-Strategies
18 9 4.27 Culture-Diversity
19 3 4.26 Historical
20 10 4.24 Culture-Diversity
21 40 4.22 Research-Strategies
22 41 4.21 Research-Strategies
23 33 4.21 Aesthetic-Spiritual
24 1 4.19 Historical
25 34 4.19 Aesthetics-Spiritual
26 43
.
4.18 Research-Strategies
27 23 4.17 Politics
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Table 4 (continued)
Rank
Order
Competency
Statement* Rating Competency Focus
28 30 4.17 Aesthetics-Spiritual
29 31 4.17 Aesthetics-Spiritual
30
O 1
32 4.14 Aesthetics-Spiritual
j JL 16 4.10 Anthropological
• 32 17 4.09 Psychology of Blacks
33 24 4.07 Politics
34 28 4.06 Politics
35 12 4.05 Anthropological
3 6 22 4.04 Politics
37 27 4.03 Politics
38 19 4.03 Psychology of Blacks
39 6 4.02 Culture
-Diversity
40 29 3.98 Politics
41 38 3.78 Sociocultural
42 26 3.77 Politics
43 25 3.74 Politics
*
Refer to Table 3
.
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There was the tendency on the part of a good number of
respondents to defend the system. They continued to remind
the author that there were many good things happening for
students end that f hi irina ,a n t s kind of emphasis on Blacks may
result in a backlash.
On the other hand, the teachers contacted were largely
familiar with California State requirements for the multi-
cultural credential. Many of them are working toward this
credential, and were perhaps more favorable toward the
emphasis on the black student.
A competency based approach in the training modules
which follow will render the training sequence highly
adaptable to inservice education, as well as to the regular
university graduate studies program. Responses of teachers
to the Opinion Survey indicate interest and need in this
area.
Part B: Module Cluster: Black Component of
the CHCALT Multicultural Teacher
Training Process
Instructions to facilitators
.
1. This module cluster provides a framework for
implementation of a competency based teacher training
component, especially prepared for teachers of black
students in the San Diego area. As you review each module,
you should feel free to adapt the activities to meet the
needs of your particular group providing negotiations for
options and alternatives as needs indicate.
2. You will also need to make advance provisions for
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specific materials suggested. These are indicated in the
Appendices of the module cluster.
3. Two sample instruments are referred to in the
module outlines: (a) Preassessment/Postassessment and (b)
the Self
-Diagnosis/Self
-Prescriptive
. These instuments
are found in Appendix A of the module cluster.
4. Establish your own time frame for each module
unless you are in a completely competency based program.
Note that the first module is to be completed before
entering into the others. This is done to provide the
philosophical base essential for teachers.
5. Note that (1) the bibliographical information
related to references listed in each module is provided in
the bibliography of that particular module and listed under
each competency and (2) the Appendices are at the end of
the entire module cluster.
Prospectus
. To accept cultural diversity, value
freedom and seek to extend and preserve these rights for
each student in the classroom is a characteristic approach
for humanizing multicultural education for teacher and
learner alike. A major prerequisite for establishing this
type of climate in any one classroom, is the support of the
administration and the school community, as well as
collaborative planning and support of peers.
Teacher training is fully aware of the long, and some-
times fruitless struggle to gain this type of broad based
support. However, the profession can no longer depend upon
the conscience of administration or curriculum specialist
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to provide the core of skills necessary for teachers to
work effectively with the myriad of diversities in the
classroom of the schools today. Teacher training, to be
humanistic, must provide teacher competencies in
cognitively oriented subject matter skills and training in
competencies in dealing with affective issues which
negatively or positively influence learning.
This training sequence is to provide a framework for
instructional modules especially designed to provide
teachers competent in some of the crucial areas related to
more effectively "reaching and teaching" the black student
in a multicultural setting. Its purpose is to provide
skills and strategies which will humanize multicultural
education for learner and teacher alike.
Basic to a training design which would provide teacher
competencies to benefit the teachers of black students, in
addition to all the features of any acceptable teacher
training program, are those crucial competencies related to
the personal qualities of teachers. The qualities related
to the ability to understand and relate to the black
student, as well as to the wide diversities existent in the
black community. In other words, there is no one pattern
for dealing with black people as a culturally explicit
group. There exists that great diversity within the group,
which demands respect for whatever values, customs and
life styles emerge in any one setting, or in interaction
with individuals within the setting.
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module Is culture, diversity and freedom
Rationale
This module is concerned with providing a multi-
disciplinary framework for the understanding of culture,
and to identify teacher competencies related to the
effective use of the framework in working with the issue of
culture, freedom and diversity in the classroom. it is a
suggested extension of the original CHCALT component,
designed to provide input for competencies considered
crucial by black parents and educators in humanizing
multicultural education for teachers and students.
The classroom, more than any other one setting, is
the place which provides the ingredients for a demonstra-
tion of the true nature of diversity in this nation's
population. This diversity exists not only between
various ethnic and cultural groups, but equally important
is the diversity among individuals within these groups.
To accept cultural diversity, value freedom and to
seek to extend and preserve these rights in the classroom
is a characteristic of the humanistic multicultural
approach which will benefit teacher and learner alike. A
prerequisite to effective performance in this area is that
teachers possess those personal qualities that enable
humanistic interaction in relating to the individuals and
groups of the population being focused upon.
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This module provides a cognitive base which is
essential to formulating sensitivities necessary to proceed
with the experiential field based activities of the next
three modules.
Competencies of Component
The participant upon completion of this module will
have the ability to:
1. Assess one's self in relation to readiness to
accept differences of race, culture, and the concepts
related to freedom and rights of individuals to be
different.
2. Assess the fallacies related to the use of social,
political and economic theories and concepts as they are
applied to lives of a particular ethnic culture (Black)
.
3. Assess the incompatibility of certain psycho-
logical and child growth and development theories, with the
culture and/or life styles of black learners.
4. Discuss and analyze the inhumane nature of some of
the educational, sociological and pshchological theories
that are damaging to black people.
5. Recognize the importance of the spiritual and
aesthetic expressions of a given community/cultural group.
6. Assess one's understanding and recognition of the
major social forces which affect language behavior in any
one setting.
Terminal Objectives: Persona l
Assessment of Competencies
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Complete the self-assessment survey and identify with
the competencies you need to concentrate in order to:
1. Develop a knowledge base for a philosophy of
cultural pluralism and understanding of black culture and
the black experiences as perceived by black people.
2. Develop an affective base for underatsnding one's
own beliefs
,
behaviors and attitudes which may influence
humanistic interaction with the black students, his/her
parents, and his/her life style.
3. Develop a knowledge base on black life and culture
which enables understanding of the needs and wants of the
black students and parents in a designated multicultural
setting
.
Develop a personal growth profile that provides you
with feedback related to the areas in which you need
further knowledge and experiences as a teacher of the black
child
.
1. REACT—construct your porfile as provided in the
Seif-Diagnosis/Self-Prescriptive instrument in Appendix A
of the Module Cluster.
Identify and conceptualize in writing the areas of
competency in which you need to further develop crucial
competencies as identified by black parents and educators
in this module.
125
2. MEET with small groups of 2-3 peers.
• divide responsibilities for readings.
set your own schedule and procedure for dialogue
on readings
.
3. NEGOTIATE with facilitator as needed.
Enablers to Examine Competencies
Statement of Competency #1
The ability to assess oneself in relation to readiness
to accept differences of race, culture and the concepts
related to freedom and rights of individuals to be
different
.
1. READ from the Bibliography. Choose at least two of
the readings from "A" and "B" listed below
A. The Concept of Cultural Pluralism
(1) Concept of Culture
"Ember and Ember" pp. 17-35
(2) Cultural Pluralism
"Stent et al." pp. 13-35
"Gordon" pp. 132-159
"Hunter" pp. 11-18
"Epps" pp. 56-70
"Hunter," in AACTE pp. 262-263
B. Multicultural Education--Select 1, 2, or 3 of
the following readings:
(1) Toward a Definition— "Grant" pp. 1-11
(2) No One Model American--"AACTE" pp. 264-265
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(3)
From a Black Perspective
(a)
J2?H?ati?n8; Teacher Education—Hilliard"
pp. 40-56
(b) Cultural Diversity— "Wynn" pp . 95-112
REACT-With peers in small groups reach consensus on
the following questions:
A. What is culture and how does it manifest itself?
What are the basic elements of a culture concept?
READ—From the Bibliography—Background information
about Blacks for a Multicultural Design:
A. African Beginnings
—Read as directed:
(1) Alkebulan
—"Josef ben Jochannan"
(2) African Roots— "Metcalfe" in
Black Scholar
pp. 1-48
pp. 6-24
(3)
Roots— "Alex Haley"
* *
(4)
Select your choice of Readings on African
Beginnings . **
B. The Black Experience—Read from the following as
directed:
"k
(1) Africa and the Slave Trade— "Frazier" Part I
k k
(2) Foundations— "Bennett" Part I
(3) Black Men/White Cities— "Katznelson"
(4) The World the Slaves Made— "Genovese"
**
k k
(5) Blackness--" Bennett"
Throughout the Module Cluster:
*
Required reading.
**
Select one or more as needed.
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(6) Negro Renaissance— "T.nnTro"** part
c. Contemporary Black Thought-Read at least two of
the following unless indicated as required:
(1) Culture— "Chrisman"
pp. 1-9
(2) Culture— "Cole"
pp. 40-46
(3) Theatre— "Gaffney"
pp. 10-16
(4) Jazz--"Cayou"
PP- 26-32
(5) On Black Women— "Reid" Ch. T • \7 T T-L # V 1
1
(6) The Struggles of Blacks— "Harding" *
(7) On Revolution— "Harding" pp. 1-3
(8) On Foreign Policy— "Bennett" pp. 4-5
(9) The Myth of Inferiority— "James" pp. 33-42
B. What is Cultural Pluralism? How is it related to
Multicultural Education? What are the implications
of Multicultural Education for teachers of the
black student?
4 . REACT In small groups with peers and discuss the
following questions:
A. What are your feelings after reading the above
selections? Is it information which will enhance
your ability as a teacher of black students? Why?
B. What is the source of the sense of pride experienced
by black people upon reading the Black Heritage as
Written by a black man? (Alkebulan)
C. How do contemporary black scholars view the black
experience and black culture?
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D. What can be learned from these sources to enhance
your ability as a teacher to more effectively
relate to the black student?
5. REACT—in Written Checklist prepared by your
facilitator
.
6. SUMMARIZE your reactions in writing
-for large group
discussion and feedback with a trained facilitator, as
arranged with the facilitator of this module.
Statement of Competency #2
The ability to assess the fallacies related to the use
of social, political and economic theories and concepts as
they are applied to the lives of a particular ethnic
culture (Black)
i. READ—From the Bibliography, choose at least one
reading from the following areas, "A" through "D":
A. Focus on the black family
(1) To be Black in America— "Blackwell" pp. 1-35Theories and concepts that do not
apply.
(2) Black Family Stability and Role
Expectations— "Blackwell"
(3) Black Families' Struggle for
Survival— "Billingsley"
pp. 38-51
pp. as
selected
(4)
Strengths of Black Families
—
"Hill"* pp. as
indicated
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B. Focus on black psychology
(1)
f^
1
i?
Ci
,
eS_ 'theories and concepts appliedto black people/black culture
"Guthrie" Ch. 2, 4
"Jones" Parts I,
II, V
Focus on the black family. church, school
community
:
(1) Role definitions, language and impact ofprimary socialization groups— "Van Brunt"
Paper, 1976
(2) Black Women-
-"Re id" Ch. VII
(3) Language— "Drake," 1974
Attitudes toward Education; Read at least one of
the following
;
(1) "Blackwell" pp. 109-139
(2) "Lincoln" pp. 169-175
(3) "Hilliard" Paper, 1976
(4) "Bennett" Paper, 1976
(5) "Johnson" Reprint, 1975
2. REACT-
-Analyze and write a summary of each of the
groups of readings in reference to the analysis of the
author and your own perspective on the issues presented.
Statement of Competency #3
The ability to assess the incompatibility of certain
psychological and child growth and developmental theories
with the culture and/or lifestyles of black learners.
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1. meet with a local educational group in your school
community and dialogue with black parents regarding
the learning style and developmental growth of their
children.
2. DISCUSS in large group with a trained facilitator the
black parents' reaction to the learning style and
developmental growth of black children.
3. READ at least three of the following:
A. Black Psychology
, "Black Psychology Perspectives,"
I# ed. Reginald L. Jones, 1972.
B * Black Psychology
, "Personality and Motivation,"
^art HI, ed. Reginald L. Jones, 1972.
C ’ Black Psychology, "The Psychological Assessment of
Blacks," Part II, ed. Reginald L . Jones
,
1972.
D * Black Psychology
, "Educating Blacks," Part V, ed.
Reginald L. Jones, 1972.
What Black Educators Are Saying
, "New Literature on
Education of the Black Child," Edward K. Weaver,
pp. 56-63.
4. REACT—Analyze and write a summary of each of the
readings in reference to the analysis of the author and
your own perspective on the issues presented.
5.
MEET—with facilitator in small group seminar to review
findings
.
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Statement of Competency #4
The ability to discuss and analyse the inhumane nature
of some of the educational, sociological and psychological
theories that are damaging to black people.
1* MAD—Select at least 3 of the following:
A. "Education for Black Humanism: ft Way of
Approaching It," Wilcox, in What Black Educators
Are Saying
, pp. 3-17.
B. "Humanizing Our Schools," Wright, in What Black
Educators Are Saying
, pp. 36-43.
C. "Educational Redefinition," What Black Educators
Are Saying, Part IV, ed. Nathan Wright, 1970.
D * The Autobiography of Malcolm X
, Alex Haley, 1964.
E. Even the Rat Was White
, Robert Guthrie, 1976.
F. "The Me Nobody Knows," Joseph Stephen, 1969.
G. Cultural Biases Built into Stanford Binet
Intelligence Scale and Other Binet Tests, Margot
Wiesenger Smith, 1974.
2 . REACT
—
A. Meet with your peers and discuss the implications
of the readings in reference to the present
educational services provided for black children
in your school community.
B. React in small groups with peers and discuss the
readings in reference to the social and psycho-
logical fallacies imposed on black people.
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c. Write a summary of your educational perspective
that you can use to humanize the educational
services of the black child in your school
community. Relate this summary to your #4
competency as stated above.
D. Summarize your findings and conclusions and share
in large group feedback with the facilitator.
Statement of Competency #5
The ability to recognize the importance of the spiri-
tual and aesthetic expressions of a given community/
cultural group.
1. REAP at least 2 of the following sources or select
others as needed.
A. Music and Spirituality
,
"Meadows," Paper presented
at Black Educators Conference, San Diego State,
I.C.P., 1976.
B. The Negro Church, "Frazier."
C. "On the Black Church," Together Black Women
,
"Reid," Ch. VII.
D. 3000 Years of Black Poetry
,
"Lomax and Abdul."
E. The New Negro
,
"Locke," Preface, Part I; other
selected parts.
F. Black Magic
,
"Hughes and Meltzer."
G. The Renaissance
,
"Henri," Ch. 11.
H. The New Scene, "Locke," Part I, Preface, pp. 301-341.
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I. Contributions, Patents, Inventions of Black People,
in The Black Book
, pp. 97 - 133
.
2. REACT
A. Attend at least two cultural or spiritual activi-
ties in the black community of your city or town.
B. Meet with your peers to discuss the implications of
the cultural and spiritual activities of the black
community in reference to the curriculum of your
school
.
C. Write a brief summary analysis of the readings in
reference to your assessment of the value of this
type of knowledge for teachers of black students.
D. Attend large group summary discussion and feedback
with facilitator.
E. Reflect—dialogue informally. Plan or select
additional exploratory objectives.
Statement of Competency #6
Assess one's understanding and recognition of the
major social forces which affect language behavior in any
one setting.
1. READ at least two of the following sources:
A. Language
(1) "Butts et al.," Black Language
, pp. as selected.
(2) "Harris," in The Black Book
, pp. 170-199.
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(3) "White," Black Speech, Black Psycho!
PP. 43-51.
(4) "Brown," The Language of Soul, in Black
America
, pp. 244-249.
(5) "Blaylock," Growth and Development--Paper
, 1976 .
(6) "Smith," Language and Rhetoric
, pp. as selected.
2. React
A. Dialogue with peers in small groups on the
significance of the readings; document a statement
expressing the consensus of the group on Language
and the Black Student.
B. Arrange with your facilitator to discuss Black
Language with a small group of parents.
C. Meet with a specialist in the area of Black
Language and Dialogue on concerns and feedback from
parents
.
D. Wr i.te a position statement on your perspective of
Black English and review with parents and
facilitator
.
Postassessment
1. Meet with your facilitator to react in a post-
assessment, and synthesize your skills through self-
growth and personal development activities as needed
to enable you to contribute to a strong background on
the Black child. (Postassessment is the same as your
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preassessment.
)
2. ANALYZE—your self-assessment results:
A. Compare with preassessment.
B. Select and list activities which you feel will
assist with your continued personal and profes-
sional growth in relation to the black student.
C. Negotiate with facilitator for additions to your
activities
.
D. Document results by whatever means provided through
the facilitator of this module.
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Competency #6
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MODULE II: THE TEACHER,
EDUCATION FOR FREEDOM
AND TECHNIQUES FOR
AN ADVOCATE FOR
STRATEGIES
NEGOTIATION
Rationale
The responsible educator at all academic levels is
challenged by the very nature of the "American idea" to
promote strategies for freedom and liberation. This idea
is basic in our Constitution. it is fundamental in all of
the social, economic and political conflicts which surface
daily in this nation. The absence and/or denial of freedom
and liberty is in direct contradiction to the principles
upon which "our way of life" is founded. Yet, in all of
training as teachers, we receive little assistance in
ways of implementing this basic concept beyond the "idea"
stage. It is the purpose of this module to provide
strategies and skills which will promote literacy in this
area among teachers, students and parents alike as they
work together in exploring background issues related to the
historical aspects of cultural heritage, naming and
analyzing contemporary problems, and moving toward solu-
tions which will benefit all concerned.
The competencies acquired in the first module of this
cluster, provide you with knowledge, skills and sensitivi-
ties which you may use as you move into direct contact with
the school community.
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This module will provide you with competencies to
integrate your knowledge of the cultural and historical
background of the population with the contemporary
attitudes, needs and wants as perceived by the people
themselves. Additionally, it will provide firsthand
experiences in living and working through' situations and
concerns of black people as they seek improved educational
benefits for their children. You now have the knowledge
base to be competent as an advocate for change. Working
with the school community to implement change is the
vocation of all truly liberated teachers, committed to
humanizing multicultural education. The availability of a
trained facilitator throughout this module will serve to
provide the feedback you need at all times.
Competencies of Component
Upon completion of this module you will demonstrate
competency in the following areas:
1. The ability to work with parents and community to
combat oppressive conditions which produce failure of
institutions to serve the growth, development, and aspira-
tional needs of black children.
2. A knowledge and understanding of the political
nature of education and the schools as it effects the
efforts to extend equal educational benefits to all
students in a given school community.
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3. Sensitivity and knowledge of factors of institu-
tional and individual racism which enter into the efforts
to provide equal educational benefits to black people
(Bennett, 1976).
4. Skills in working with the school community in
naming and solving problems related to dehumanizing
conditions in the schools.
5. The ability to guide students in search of their
own culture as perceived by their people (Hilliard, 1976).
6. The knowledge and ability to be involved in
projects and programs which will assist black students and
parents to identify, and solve problems related to erasing
the remnants of a long history of educational neglect and
powerlessness
.
Terminal Objectives
Upon completion of this module, you will devise a
self-growth plan which demonstrates that you are competent
in knowledge skills and resources to:
1. WORK with the school community in their articu-
lation of ways to improve the educational benefits for
black students.
2. GUIDE students in exploring their cultural
heritage as viewed by their own people.
3. IMPLEMENT a project which will involve members of
the school community in working together on naming and
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solving one problem of mutual concern.
You will be expected to document your experiences in
each of the above areas, to be validated by at least two
peers
,
two community, one school person and the
facilitator of this module. (You may use your choice of
media for documentation.)
Enablers to Examine Competencies
of the Component
Statement of Competency #1 and #4
The ability to work with parents and community to
combat oppressive conditions which produce failure of
institutions to serve the growth, development, and
aspirational needs of black children.
Skills in working with the school community in naming
and solving problems related to dehumanizing conditions in
the schools.
1. ATTEND orientation to Social Literacy Training with
school community support group (see Appendix for
suggestions)
.
2. DIALOGUE with Black Parent Group in their setting
during a series of social literacy sessions in which
the following issues are explored and priority areas
of concern are selected, for further exploration:
A. Relationships with church and religion.
B. Relationships with community agencies.
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c. Expectations of parents, of teachers, and the
school
.
D. Expectations of teacher for parents and community.
E. Parents' expectations of their children.
F. Teachers' expectations for students.
3. REACT with parents and peers to the 'following: Assess
your school (or school district ) for Cultural
Pluralism (Halverson; see Bibliography for information
on the checklist)
.
4. Using checklist, identify an area that concerns you.
5. PARTICIPATE with school community groups in exploring
and assigning priority to problem areas of mutual
concern. (See Appendix for Description of Suggested
Activities
.
)
A. List concerns.
B. Analyze concerns as they relate to clues for
teachers of black students.
6. DIALOGUE with parents and peers; identify one problem
in your school which can be quickly solved. Discuss
strategies for resolving this one problem. (See
Appendix for Suggestions.)
7. ACTION--With group action, solve the problem. Review
the results.
8. SHARE perceptions of experiences thus far in module
in feedback and discussion with facilitator and small
groups of peers.
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St^t^roent of Competency #2
A knowledge and understanding of the political nature
of education and the schools as it affects the efforts to
extend equal educational benefits to all students in a
given school community.
9 . ARRANGE interviews with selected black leadership in
the school community (be sure to include grass roots
leadership); discuss and document the following:
A. Who are the individuals and groups in power
positions in the community?
B. From what sources do these people derive their
power?
C. In what ways does this power structure impact the
school climate?
10* DIALOGUE -
-Orientation meeting with selected elected
officials of the broader community.
SUMMARIZE your findings and dialogue with peers as
scheduled. Reach consensus on issues related to the
nature and types of political coalitions presently
being negotiated. Summarize and document the
following:
A. How do these issues affect the education of black
students?
B. What are the implications for teachers of black
students?
C. What are the implications for extending equal
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educational benefits to all students?
REACT with facilitator on all activities from #1
through #10.
Statement of Competency #3
Sensitivity and knowledge of factors of institutional
and individual racism which enter into the efforts to
provide equal educational benefits to Black People
(Bennett, 1970).
11. LISTEN in small group session to audiotapes #1 and
#2, Black Educators Conference, San Diego State
University, November 1976. Topic: "What Black People
Want for Their Children" (see Appendix B)
.
12. DIALOGUE with parents on findings as they relate to
specific issues in the school community.
11* DISCUSS with parents and community the implications of
the Carlin and Crawford decisions in regards to
desegregation of the schools in their school community.
Explore the crucial elements of the Hart Act (AB
3 405). (See Appendix B.)
14. SUMMARIZE and document group concerns in order of
priority.
Statement of Competency #5
The ability to guide students in search of their own
culture as perceived by their parents (Hilliard, 1976).
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15. LISTEN in a series of sessions, with school community
support group to audio tapes #3— "Hilliard"
#4—"Sullivan"
#5— "Parent Group" (See
Appendix B)
16. DIALOGUE with parents and students— "What Do We Want
Our Child To Know About Black Culture?"
A. Brainstorm issues.
B. Record and list according to priority.
17. WRITE a brief summary analysis on how you feel this
i^formation will enhance your affectivity as a teacher
of black students.
18. REACT in feedback with facilitator and small group of
peers
.
19. PLAN with students projects on Black Culture as a part
of the ongoing classroom learning activities.
Statement of Competency #6
The knowledge and ability to be involved in projects
and programs which will assist black students and parents
to identify
,
and solve problems related to erasing the
remnants of a long history of educational neglect and
powerlessness
.
20. ATTEND social literacy training series with the school
community support group to:
A. Begin analyzing problems selected in this module
as "priority."
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B. Select at least one problem and work with group
until solved. (See Appendix B.)
21. REACT by taking the following steps with school
community support group and peers (Halverson, see
Bibliography of Module)
:
A. Identify a problem—or area of weakness—one which
you realistically feel can be changed.
B. State a goal—describe what change you want to
make.
C. Include others who will work for and' support your
goal.
Identify things (people, resources, policies)
which may block you from achieving your goal and
what you can do about them.
E. Identify things (people, resources, policies)
which will help you achieve your goal.
^ • Identify the steps you will take to achieve your
goal stating who will do what and by when it is to
be done.
G. Remember that you may need to accept a short-range
goal for yourself. Negotiate this with the group
and your facilitator. The group hopefully will
continue long after you are finished with this
year's work.
H. Work with the group to identify long-range goals
and how they will know when the goal has been
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22 .
23 .
24 .
25 .
reached
.
I. Review and modify the steps in your plan as you
work. Make changes in your plan if you need to,
keeping the goals in mind.
DISCUSSION and FEEDBACK with facilitator.
REFLECT ION--on experiences.
REACT in postassessment as per preassessment.
NEGOTIATE with your facilitator for additional
activities as needed.
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MODULE III: THE TEACHER A PERCEPTOR; "SENSING "AN IMPERATIVE IN INTERPERSONAL INTERACTIONFOR MULTICULTURAL EDUCATION
Rationale
A high level skill which can be learned is related to
the ability to respond immediately and effectively as
students and/or parents articulate "needs and wants" from
their own perspective.
As teachers, you will be frequently faced with the
opportunity to convey confidence in a helping relationship
with learners because you are able to "feel with" and
respond congruently" in issues related to the unique needs
and wants of the individual student. Responding effec-
tively at this level requires that the teacher develop
sensitivities based on knowledge of the learner, as well as
knowledge and ability to more accurately assess his/her
own perceptions in relation to what the learner articulates
verbally or nonverbally.
In order to move easily into this quality of relation-
ship with the learner, teachers need to be able to quickly
reach a level of affective interaction. One of the tools
which can be developed and effectively used by teachers is
that of "sensing." Sensing as developed in this module is
a tool which teachers use in the role of a Perceptor . As a
Perceptor the teacher-learner has a conscious commitment to
the belief that there are factors (such as the ability to
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"sense") which transcend race, ethnic origin or position,
when learners need you to give of yourself in a helping
relationship at that moment (Van Brunt, 1973 )
.
One important tool of the perceptor role is "sensing."
—
Sing is best described as the ability to feel with, and
convey confidence as a helper to the learner due to know-
ledge and sensitivity in relation to the learner as a
unique human being, with his/her own needs and wants,
regardless, to issues of self-concept, culture and life
style which may enter into affectively interacting at any
given moment. The perceptor is committed to operate
independently of preconceived traditional procedures and
beliefs
.
Some basic assumptions underlying this role include:
1. Skills associated with sensing can be learned.
2. Skills in sensing enable one to more accurately
assess self in relation to perceptions of the learner.
3. More accurate assessment of one's perception of
others, enables more accurate assessment of the learner's
perception of himself--his needs and wants.
4. To be able to more accurately assess learner
perceptions--is to be able to feel with and convey
confidence in a helping relationship at that moment needed.
5. Ability to respond in this role demands skills
and competencies developed through experiences such as
those provided in Modules I and II of this cluster.
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This module will provide beginning skills and
competencies in this teacher role. See your facilitator
to arrange alternatives to activities or to “opt" out where
you feel competent.
Prerequisite
—Completion of modules I and II of this
training sequence.
Competencies of Component
1. Demonstrate sensitivity and knowledge of how
traditional education has strongly influenced teacher
beliefs and attitudes toward needs of black youth
(Sullivan, 1976), and discover learner "needs and wants"
without traditional testing or the usual referral
procedures (Van Brunt, 1973)
.
2. Implement and maintain professional personal
interactive practices which contribute toward education for
liberation of black students (Hilliard, 1976)
.
3. Assess your own behaviors in interaction with
black learners (Sullivan, 1976).
4. Sense the need which students from different
cultures have to be viewed as they view themselves
(Hilliard, 1976)
.
5. Be aware of the ways in which "difference" is an
asset in cross-cultural teaching/learning and be able to
utilize this skill in cross-cultural teaching/learning
situations (Anderson, 1976) .
Enablers to Examine Competencies
of the Component
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of Competency $1
Sensitivity and knowledge of how traditional education
has strongly influenced teacher beliefs and attitudes
toward black youth and the ability to discover the needs
and wants of black learners, without traditional testing or
the usual referral procedures.
1. ARRANGE with your facilitator for 2 or 3 conference
periods with a teacher of record in which a student is
selected who is a "problem and is failing" as far as
the teacher is concerned. (See Appendix C, of the
cluster for Suggestions For Conference With Teacher of
Record
. Review the form and discuss with your
facilitator of this module, if necessary.)
2. ANALYZE using the competencies acquired or reinforced
through Modules I and II of this cluster, analyze the
information which you have received from conferences
with the teacher of record (use checklist information
from Appendix C-II)
.
A. To what factors does the teacher refer more
frequently in describing the student? How do you
feel about these factors as a basis for deter-
mining what is wrong? How should it be?
B. Summarize in writing where the blame should be
placed. Why?
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3. DISCUSS with facilitator and peers your summary.
Record suggestion for the type of information you will
be seeking in contacts with this student, what is the
feeling of the group about the student/teacher needs
indicated by this checklist?
Summarize in writing the significance of this
experience for you as a teacher.
4. ATTEND orientation with facilitator on the use of
Needs and Wants Identification Chart (see Appendix C
of the cluster)
.
5. ARRANGE with the teacher of record and the selected
student to devise a plan in which the student succeeds
at some school related task daily for a designated
number of weeks
,
during which you will use the Needs
and Wants Chart (see Appendix C for Suggested Agenda
for Student Contacts)
.
6. RECORD your perceptions in the chart after each con-
tact with the student.
7. FEEDBACK with the teacher of record on "needs and
wants" of student as you have observed them.
8. OBSERVE how teacher uses this information in future
classroom interaction with the selected learner, and
record your perceptions for feedback with the teacher
of record.
9. CONFER with teacher of record:
• Are your observations of his/her use of your
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feedback from needs and wants identification chart
accurate?
• is there evidence of change of attitude on part of
student?
Is teacher's perception of student different?
What is the outlook for student?
• How will you be included in the plan?
Summarize
10. REACT with facilitator and peers in small group
discussion:
A. What evidence of attitudes inherent in traditional
education did you feel influenced teacher percep-
tions of the selected student?
B. How did the student respond to you working with
him to discover and name his or her "needs and
wants without traditional testing procedures?
11. SUMMARIZE your experiences in a 2-1/2 page paper
stressing the implications for teachers of the black
student as implied in the purpose of this module.
SHARE discuss in small group seminar.
Competency Statement #2
The ability to implement and maintain professional
personal interactive practices which contribute toward
education for liberation of black students (Hilliard,
1976) .
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1 . CONTACT a group of three to four students whose parents
are members of the school community support group and
arrange a series of at least four "rap" sessions.
(See Appendix C for description and purpose of the
sessions.) Working with these selected students as a
group and individually:
A. Identify areas of concern related to improving
their academics. (List.)
Describe what things enter into their present
situation as students which prevent full
achievement. (Problems)
Describe the way they would like to have their
academic situation.
Decide on at least one thing which each of them
B
will try to do immediately in relation to any one
problem identified.
^ • Arrange for follow—up as needed with students.
F. Dialogue with each parent or guardian concerning
the student improvement plan.
G. Advise the teacher of record of the improvement
plan.
2. REACT in small group sessions with learners to:
A. Evaluate progress.
B. Reinforce the problem solving approach as useful
in a variety of situations.
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SUMMARIZE your experiences in writing for discussion
feedback with facilitator and peers:
• What did you learn about the ability of students to
identify, analyze and solve their own problems?
• What implication does this technique have for
teachers?
How will competencies in this area enhance your
ability as a "Perceptor"
?
Competency Statement #3
The ability to assess your own behaviors in interac-
tion with black learners.*
1. DOCUMENT in writing your feelings as you worked with
the group of black learners in relation to Competency
#2 of this module:
A. Were you able to relate to each of them to your
satisfaction? If not, in a descriptive summary
explain your perceptions of why you could not
relate satisfactorily.
B. If you did feel that your relationship was satis-
factory, give a descriptive summary of the sessions
in relation to understandings and observations
related to nonverbal and verbal clues which you
•k
This self-assessment opinion survey may or may not
be shared with facilitator and/or peers, but all
activities of this module must be followed through unless
otherwise negotiated with your facilitator.
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received, styles of communication between members
of the groups, how did they view you and what did
you learn about yourself during this experience?
2. DIALOGUE with your facilitator, select an appropriate
self-assessment instrument (see Appendix C for
suggestion)
.
3. DISCUSS self-assessment progress with facilitator, as
needed.
Competency Statement #4
The ability to sense the need which students from
differsnt cultures have to be viewed as they view
themselves
.
1. How Do I View Black People? (Negotiate activities as
appropriate
.
)
A. Take a walking tour of the total school and observe
black students in the hallways, classrooms, offices,
in the gymnasium or on the playgrounds or between
classes on the yard. How do you feel about what
you observe? For example,
language
dress
gestures
posture
hair styles
activities
make-ups
voices
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B. Attend some of the black cultural events in your
city, such as a black play, poetry reading, seminar
on black culture, black art exhibit (select any 2—
or choose your own)
.
C. Reflection: In a few words, record your honest
reactions
.
D. Take a walking tour of the school neighborhood
where most of the black people live or/find out
where predominately blacks live and walk through
that neighborhood. How do you feel about what you
see or hear? Does what you feel have any relation-
ship to your effectiveness as a teacher of black
children?
Reflection: Summarize your honest reactions.
E. Arrange with your facilitator for the following
experiences
:
(1) an afternoon with a black family in your school
community
.
(2) a church service with a black family in your
school community.
(3) a visit to classrooms where there are pre-
dominately black children with a black teacher
(one in each of the following grade levels:
Kdg.-3; 4-6; 7-9; high school)
.
(4) a visit to the same grade levels in a
predominately nonblack classroom where there
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are a few black children with a black teachers.
(5) a repeat of numbers 3 and 4 above where the
classroom teachers are other than black.
F. Document and analyze your observations as you
perceive them.
2. REACT in discussion and feedback with peers and
facilitators on what you learned about yourself in
relation to How You View Black People. Is your view
compatible with how people view themselves?
(This is a developmental activity. Not to be assessed by
anyone else only your own self-assessment
.
)
Competency Statement #5
Awareness of the ways in which "difference" is an
asset in cross-cultural teaching/learning.
Plan with your facilitator to:
1. Observe a multicultural classroom that has various
ethnic groups represented (specifically during or just
prior to special ethnic or religious seasonal or
holiday activities)
.
A. What resources are present in the classroom that
can be used in cross-cultural learning in the
ongoing curriculum throughout the year?
B. How can the resources inherent in multicultural
classrooms contribute to improving the learning
environment for the benefit of all students?
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2. Observe the ways in which children from diverse back-
grounds react to social situations. Analyze your
perceptions of the cultural and social implications of
their reactions. Discuss with facilitator and peers.
Assess your perceptions after the discussion.
3. Observe expression of preferences in foods, music:
What differences and similarities emerge related to
family values and to role responsibilities during
various activities? How do these factors contribute to
cross-cultural learning?
4. Document in writing a five to six page paper relating
your experiences in this module to areas of under-
standing, knowledge and skill which will enhance your
ability to more effectively interact with the black
students in cross-cultural teaching/learning situations.
React in postassessment as per preassessment.
Remediation as negotiated with facilitator.
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MODULE IV: THE TEACHER, A CHANGE AGENT: STRATEGIESFOR DIAGNOSING AND PLANNING THE SCHOOL CLIMATEFOR HUMANISTIC MULTICULTURAL EDUCATION
Rationale
Having achieved competencies in the concepts of
culture, diversity and freedom as related to black people;
experienced firsthand the sociocultural dynamics of black
life in a particular school community; and having explored
teacher roles as an advocate and a perceptor, you are now
equipped with skills and sensitivities to contribute toward
building the humanistic school climate--a climate which
wi-H provide not only for black students
,
but for equal
educational benefits for all students.
This module will enable you to work with the school
community support group in diagnosing and recommending a
plan for change which will benefit all concerned.
The diagnosis will be directed to identifying the
needs in relation to administrative support structures,
personnel and curriculum for humanizing multicultural
education for teachers and students alike.
Competencies of the Component
Upon completion of this module you will be able to
work with the school community to:
1. Implement strategies and methodologies to deal
with the symptoms of problems of institutional racism which
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are reflected in the school.
2. Reorganize and rid curricula of the Anglo-Saxon
dominance thus opening the way for reflecting the true
pluralistic nature of our society in all areas.
3. Plan and select curricula which respect the worth
and dignity of all peoples and which promotes cross-
cultural understanding.
4. Provide strategies, methods and techniques for
preserving and reflecting black history and culture in
school curricula for learners at all levels.
5. Develop skills in understanding black speech and
using the language of the black child as a medium for
language arts.
Enablers to Examine Competencies
Statement of Competencies #1, #2, and #3
• To implement strategies and methodologies to deal
with symptoms of problems of institutional racism
which are reflected in the school.
• To reorganize and rid curricula of the Anglo-Saxon
dominance
.
• To plan and select curricula which respect the
Note . Read the content of this module. The
suggestions on each of the activities of the module are
recommendations. You are to feel free to choose
alternatives as long as they are negotiated with your
facilitator in advance.
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worth and dignity of all peoples and which promotes
cross-cultural understanding.
Enabler s for Competencies #1, #2, and #3
1. Organize or arrange to work through an existing multi-
cultural group representative of parents and community,
school staff, administrators and students who will
serve as a Task Force for your action project.
Organize a multicultural Task Force. This task
fo^ce should consist of 20—25 people, be repre-
sentative of community and school. It should be
committed to improving the school for all students.
Social literacy training should be provided for the
group at the very beginning. This will enable them
to enter into dialogue about "what is wrong" with
the school as it is, without blaming persons. You
are a trained facilitator in social literacy tech-
niques as a result of your training in earlier
modules. However, you should work toward a purely
facilitative role as quickly as possible. There-
fore, you may need to work closely with a small
group who will in turn take over responsibility for
keeping a larger group going. Do not worry about
the size of the group. A small group of committed
people who can meet regularly and enlist the
support of others who might not be able to attend
169
is often very satisfactory. In any event, the
expense is minimal and the motivation is high once
people experience even small success.
2. Identify and document Goals for Improving th* Srhnni
—
1
'
imate
- G°als should reflect the concept of "equal
educational opportunities."
3. Identify criteria for assessing the Humanistic Multi -
cultura l School Climate by identifying those support
structures which do, or do not, promote desired goals.
A. Work with peers and your facilitator to provide
orientation to materials such as: The Character -
istics of Humanistic Multicultural Education
.
B. The following list will assist in preparing for
this input. Prepare to brainstorm these charac-
teristics listing words and ideas to indicate what
they mean to the group:
(1) Contributes to the full development of people
through education and schooling.
(2) Emphasizes being humanistic, not only in
relation to subject matter, but equally
important, emphasizes self-understanding, and
understanding of others.
(3) Emphasizes the worth and dignity of each
individual, recognizes the importance of
experiences related to self-concept development
as basic teacher training, and demands respect
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and regard for varying cultural and linguistic
differences
.
(4) Combats the dehumanizing aspects of the socio-
cultural, economic and political environments
that oppress people and constrains their full
human development.
(5) Should provide for teacher and learner alike,
those skills for affective interaction which
are basic to the specific needs of both learner
and teacher as they share the learning process
at any given moment— a skill which transcends
race or ethnic origin, or any one of a number
of factors.
(6) Respects cultural diversity, values, freedom
and seeks to preserve and/or extend these
elements as the right of each individual.
(7) Is a dynamic, complex process which demands
that institutions
,
programs and people change
to meet the needs of individuals and the times.
(8) Is education in which the personnel and
curricula (methods, content, materials and
strategies) reflect the needs of learners at
all level stages of development, and is
relevant to broader world views.
4 . Introduce and dialogue on the following categories as
adapted from Maslow (1962) areas to consider in
assessing your school climate:
A
’ Tnu
G<
:
n<
f
ral Welfare of all individuals(Physiological
)
B. Safety
C. Social Belongingness
D. Self-Esteem
E. Self-Actualization
—
at are the implications of these five categories
for your planning needs ?
Identify the support structures that promote or fail to
promote a humanistic multicultural school climate using
criteria identified in (2)
.
Analyze the support areas that fail to promote a
humanistic multicultural school climate.
In small groups (2-3 people) identify areas that
need attention in your school climate. List needs
related to: Administrative Support Systems,
Personnel, Curriculum. Meet in large groups to
summarize and select priorities in each area. You
may then divide your groups into small committees
to work on these three areas.
Identify strategies for resolving the problem areas.
Use the social literacy process to analyze the
areas of need and decide on strategies to meet
the needs.
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8. Identify action projects to actualize the desired
school climate.
9. Design an action plan to implement the projects.
10. Define how the action plan is to be evaluated for
success. Identify tasks, activities and time-lines
for implementing action plan.
11. Assign responsibilities.
12. Implement action plan and meet at least once a week
to monitor the action plan.
13. Evaluate impact of action plan.
Competency Areas #4, #5, and #6
To provide strategies, methods and techniques for
preserving and reflecting Black History and Culture
in school curricula for all learners at all levels.
To develop skills in understanding black speech and
using the language of the black child as a medium
for language arts (Anderson, 1976)
.
Enablers for Competency Areas #4, #5, and #6
1. Identify resources in the school community related to
black life and culture:
A. Who are the people? agencies? organizations? Be
sure to include "grass roots" resources.
Where are the facilities? institutions? how do
they function?
B.
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C. What governmental personnel and agencies exist?
What services to they offer?
2. Identify strategies for supplying adequate personnel,
resources, media and materials related to improving the
outlook for black life and culture in your school,
for example:
A. Personnel should be: sentitive to the needs of
black students to be accepted and respected as
human beings and worth.
Understanding and familiar with language and
life styles displayed by individuals and groups
and utilize these as positive assets.
• Knowledgeable of the developmental character-
istics of students at the various stages of
growth.
• Able to respect the needs and aspirations of
students and parents in counseling for academics.
• Knowledgeable of the role relations and
responsibilities in the homes of students.
• Knowledgeable of black history and contemporary
black thought.
• Willing to join students in their search for
identity and freedom in relation to students'
perceptions
.
• Committed to more than a bell-to-bell school day.
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Capable of relating to the school community.
Committed to cross-cultural teaching/learning.
B
' ^ateria ls and Media—materials and media should be
examined closely for inferiority and biases and
provisions should be made for constructive use of
aTL materials which are a part of the school
environment.
Identify racist and sexist bias and dialogue with
students on how they should be.
Observe and discuss biased mass media presenta-
tions (newspapers
,
TV, etc.).
Encourage the development of materials and media
within the school faculty.
• Train students to create and present their own
TV shows, newspapers, etc.
• Encourage the written articles to administrators,
authors, rejecting materials which are inferior
and insulting.
• Develop and collect appropriate materials for
overall use at grade levels.
3. Work with the Task Force support group to develop a
plan which you present to the central administration
for
:
Providing adequate resources, materials and media for
a black component in your school or district.
Designating specific inservice training sessions for
exploring the philosophy and use of the materials in
all areas of the curriculum.
Inclusion of the black experience in all subject
areas of the total curriculum.
4. Document results.
5. React in postassessment as directed.
BIBLIOGRAPHY
Maslow, Abraham H. Toward A Psychology o f Being,
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APPENDIX A
PREASSESSMENT
—POSTASSESSMENT
(To be taken before begin-
ning the module cluster)
The Black Component
—CHCALT
Self-Assessment Survey—This is not a test. It is an
overview of the types of competencies required to satisfy
this component.
1. This instrument is designed to reflect the areas
of competency (knowledge, skills, sensitivities)
identified in each of the four modules of this
cluster
.
2. Read the preassessment and decide whether you will
react to it or begin the module cluster. If you
decide not to take the preassessment, go on to
#6 below.
3. When you complete the preassessment, you will
record your score on the profile sheet provided.
It will indicate where you stand in relation to
competencies required for completion of the
component
.
4. If your profile shows that you are competent in
the skills demanded for any portion of the
component, meet with the facilitator and arrange
to "opt out" of any or all of the activities.
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If y°Ur profile shows needs in all areas, proceed
with the activities as indicated in Module I:
Culture, Diversity, Freedom. This first module
must be satisfied before moving into any one of
the others. If your profile indicates satsifac-
tory completion of Module I, negotiate with the
facilitator on the selection of a beginning point
in the module cluster.
6. Read the prospectus, and enter Module I. Arrange
conference with the facilitator.
Module I—Culture, Diversity, Freedom
1. In your capacity as multicultural specialist, you
are to prepare an inservice series for teachers of
the district. One aspect of this series is to
provide a multidisciplinary base for sensitizing
teachers to some of the crucial concerns related
to black culture and heritage as perceived by
black people.
A. Outline the topics for your series on crucial
issues from a black perspecitve. Be sure to
include perspectives from at least 3 of the
following disciplines in your outline:
History
Psychology
Anthropology
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Anthropology
Aesthetics end Spirituality
Language and Communication
2. Write a brief explanation on why these topic areas
were selected as crucial areas of concern for
black people.
3. Describe how these areas selected would be
applicable to people other than black.
Module II--The Teacher An Advocate
1. Your school has a school community support group.
Your assignment is to design a project which will
involve members of the school community in working
together on naming and solving one problem related
to their concerns for the education of their
children. Explain in detail:
A. Who are the people involved?
B. The type of problem question you are working
on, and solving.
C. What steps you will take to get the basic
information for your design.
2. What process or vehicle will your design offer for
including the concerned people on an ongoing
basis. Describe in detail.
3. What major areas will your design address?
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Module III—The Teacher A Perceptor
1. As multicultural specialist, you are to develop
an inservice plan for sensitizing teachers to the
needs of the various ethnic groups in your
district. List the areas which your plan will
emphasize, and indicate the steps you will follow
in developing each area.
2. Describe how you would implement the plan.
3. Specify how you will evaluate the plan.
Module IV—The Teacher A Change Agent
!• You are asked to develop the black component of a
multicultural training package for teachers at
your school which will serve as a guide for inclu-
sion of the black perspective in all areas of the
curriculum:
A. Select and describe briefly the school--
Elementary, Junior High, Senior High.
B. Develop an outline giving specific samples of
the type of content materials and media you
would include. Consider issues of self-
concept and pride for black people.
C. Explain the process which you used to deter-
mine your sample selections in "B" above.
Develop an outline giving specific samples of the
type of content materials and media you would
include. Consider the following:
A. Issues of self concept and pride for black
people
.
B. Less known outstanding contributions of black
people associated with various periods in
history; for example,
African Beginnings
Afro-American through Reconstruction
The Harlem Renaissance
World War II—The Early 1960's
The Present
C. Curriculum areas—Math, English, Social
Studies, History, Reading, Biology, Chemistry,
etc., depending on your grade level chosen.
Describe how you would conceptually integrate #2
above
.
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Sample
Self Diagnosis/Se If
-Prescriptive InstrumPnt
Level of
Competency
Competent 5
4
Some
Competency 3
2
Limited
Competency l
Questions 123 123 123
Module I ix in
Module (Competency)
To provide for self-monitoring of an individual's
participation in a competency-based CHCALT process, a self-
assessment instrument is used. The instrument includes a
series of three questions for each module which provides
for the development of a specific competency. Each ques-
tion per module assesses a characteristic of competency
which includes (1) knowledge, (2) skills, and (3) attitudes.
The average score of the three questions for each
competency is defined as the index score or measure of the
given competency on a scale of 1 (limited competency) to
5 (competent) . The index scores will provide the individual
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a profile of strengths and weaknesses in the development
of defined competencies and provide direction to the
individual as to where they may allocate their efforts in
developing a profile that suggests more than a minimal
degree of competency in identified competencies.
The profile of minimal competencies is identified by
the individual through a process of negotiation with a
facilitator. In the negotiation process, the individual
and the facilitator will (1) define competencies, (2) define
minimal levels of competency, (3) activities necessary to
achieve each competency, and (4) assessment of competency
levels
.
183
APPENDIX B
MODULE II--TEACHER AN ADVOCATE
Competencies #1 and #4
Activity #1
If you are not familiar with Social Literacy, you
will wish to explore it as a way of getting your group
together to name, understand and solve common problems,
with a minimum of the usual "person blame," which creates
adversary relationships (Alschuler et al.
, 1977)
.
Materials and assistance are readily available through the
Social Literacy Project listed in the Bibliography of this
module. The parent group which furnished input for the
modules in this cluster has been exploring Social Literacy
as a tool which they will continue to use to dialogue with
other parents and educators, identifying and solving
problems . Your facilitator will be prepared to give you
additional information and guidance in relation to the
training as it is basic to this module cluster. Addi-
tionally, you will be provided a facilitator for the
training
.
Activities #5 and #6
It is suggested that you utilize one of the
appropriate Social Literacty techniques for these activi-
ties. See your facilitator for details.
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Activities #9 and #12
A workshop series is suggested in which officials are
invited to discuss specific issues related to your school
community. You may wish to present them with a list of
concerns prior to the meeting. Best results are realized
when facilities selected are easily accessible to parents
and meetings are scheduled at hours when teachers and
parents can attend. These do not need to be large groups.
Small groups of committed people can do wonders in solving
problems. The lawyers guild of your community is a
resource to explore for giving factual, unbiased
information on legislations and policies which affect the
schools. Consult with your facilitator on other free,
reliable resources.
Activity #14
These tapes are available from the Multicultural
Conference; Black Perspective, at the Institute for
Cultural Pluralism, San Diego State University. Full title
of tapes is contained in the Bibliography of this module.
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APPENDIX C
MODULE III--THE TEACHER A PERCEPTOR
Competency #1
Activity #1
guggestions for Conference
With Teacher of Record
You should use these two or three conferences with the
teacher of record to get as much information on teacher
perceptions of student as possible. This will assist you
in discovering "needs and wants" of this student. You will
also learn a great deal about the factors which enter into
the teacher's assessment of this student, as you observe
the student in the various settings.
The following list is a guide to the type of
information which you will need to get from the teacher.
You may need to add other areas. Do not handle your
conference like an interview. Simply engage in dialogue,
listen carefully, and check your list after you have left
the conference.
Activity #2
I. What type of information do you need on the student?
A. What behaviors does this student exhibit which
present a problem? (LIST)
B. Do these behaviors occur most frequently at any
period of the day/or time during a single class
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period?
C. Are these behaviors in response to teacher/student
dialogue, student/student contacts, or during the
times when there is no contact or interaction
between the target student and others?
D. What information has the contact with this
student's parents/home supplied? For example,
1. Is he/she a joiner of community groups?
2. Attend a church?
3. Work at some job evenings? Saturdays?
4. Responsibility at home?
5. General health?
6. Parental expectations?
II. CHECKLIST—Teacher's Perceptions of Causes of Student
Behaviors. (List compiled from reasons given by a
number of teachers concerning student failures.)
laziness
slow learner
likes to be seen
enjoys bullying others
no home direction
low scores on
standardized tests
no respect for authority
nonverbal
cannot read
just not interested
in anything
broken home
not motivated
friendship (gang,
etc
.
)
you can't communicate
with student
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loud
_uses only slang
does not listen
no father image
poor study habits
sleepy
irritable
picks on students of
ethnic different from
his
poor attendance
can't take direction
_what other say about
student (cum record)
_how teacher her/himself
feels toward student
given to profanity
listless
undernourished
can ' t work
independent ly
comes from a large
family
destructive
resents teachers of
ethnic different from
his
tardiness
always in trouble
how students feel
toward student
you can't be nice to
this student
ANALYZE YOUR FINDINGS as directed in the Module
RETURN TO THE MODULE ACTIVITIES AND PROCEED AS DIRECTED
#3 OF THE MODULE
Activity #4
Suggested Agenda for Student Contacts
Arrange with the teacher of record for the following agenda
of contacts with the student for a period of one hour per
week— 3 to 4 weeks:
188
1. PROXIMITY—a seat near the student or easy access
to student's work area.
2. DIALOGUE with student.
3» HOME VISIT with student.
4. ATTEND recreational events with student.
5. OBSERVE student in informal gathering with student
and his/her friends, or when student is involved
with peers.
6. OTHER ACTIVITIES AS NEEDED.
Following each of the contacts, enter your findings in the
"Needs and Wants Identification Chart" (see below for
chart and directions)
.
Activity #5
Needs and Wants Identification Chart
This chart is a simple tool created to encourage
regular classroom teachers to explore their individual
abilities as perceptors
,
capable of quickly sensing student
"needs and wants." This is a teacher role which is
practiced daily, but is not usually identified, even by
teachers who are given to sensing. There is nothing
mystical or magical about sensing. Rather, it is based
upon the integration of a number of cognitive and affective
elements
.
The teacher, a perceptor must possess:
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knowledge and skills to enable him/her to quickly
detect student academic needs.
2. knowledg
_e and sensitivity to detect affective
issues which possibly enter into prohibition
performance on this part of the student.
3. self-knowledge which will enable courage in moving
into affective areas with the student without fear
of failure or intrusion.
4. courage to make decisions based upon perceptions
of students' "wants and aspirations."
5. ability to listen.
6. ability to quickly convert "wants" into viable
vehicles for approaching quick academic success
without the use of tests or referrals.
Hints for Use of Needs and Wants Chart
Record those needs and wants as you perceive them.
Record those as you feel the student perceives them. Not
all situations encountered are under the control of the
teacher but to eliminate or alleviate problems, you must
first be able to identify them. Remember you are looking
for "clues" to identify "needs and wants." You are not
writing a log or a journal. Record any clues which are
implied and which you suspect are strong enough to have
influence on the student's learning.
190
To be able to plan affective curriculum, we need to
see and understand what the learners perceive as needs and
wants. This is not easily measured by objective accuracy,
but rather by utilizing our empathy and capacity to place
ourselves in the learner's position, and perceive as he/she
does. Remember that what the learner perceives is real to
him/her
.
Perceiving "wants" is not to be construed as
discovering interests
. Wants are used here to indicate
deeper aspirations and desires which surface as a teacher
moves below the surface with learners. The chart is just a
first step to begin sensitizing teachers to the role of a
perceptor
.
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NEEDS AND WANTS IDENTIFICATION CHART*
c*. * r, *
•
-
Use key words to enable you to make entries in each
section. Any one need or want may be related to more than
one category.
Needs and Wants Categories: Name of Learner:
RELATED
TO: MATERIAL PHYSICAL SOCIETAL EMOTIONAL
HOME
SCHOOL
COMMUNITY
OTHER
L Learner Place (L) after key word of learner's
perception.
T = Teacher—Place (T) after key word if you feel it to
be your perception.
+ = Arrow to indicate those needs and wants which you feel
are contributory one to the other.
*
The Teacher as a Perceptor
. Van Brunt, Vida.
Strategies for Introducing Skills in Effective Curriculum
Planning for Teachers of the Highly Mobile Troubled Youth
of Inner City
,
ed. Carl Grant. CBTE Series (Madison,
Wise . : University of Wisconsin Press, 1973).
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Competency #2
Activity #1
Description of "Rap Sessions"
This activity is to provide firsthand experience for
teachers in discovering the capacity of students to make
decisions and solve problems related to their concerns.
It is an experience which will serve to demonstrate one of
the ways in which students must begin to view themselves
as capable, if education is to be a liberating process.
As a perceptor
,
teachers will be able to sense the needs
of students to become active in making decisions about
their learning.
Review this activity with your facilitator before
beginning, and refresh your experience from the social
literacy training sessions in previous activities:
• the difference between person blame and system blame
will need to be emphasized.
• the problem selected must be analyzed to determine
why it exists.
• students should be led to provide alternative
solutions
.
Competency #3
Activity #1
A self-assessment opinion survey for teachers of the
culturally and linguistically different is available for
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field testing through Mr. Alberto Ochoa, Multicultural
Department, San Diego State University, San Diego,
California 92182
Part C: Summary of Experts' Reactions
to the Module Cluster
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The opinion of experts provided the final step for
validating process and product in relation to this
competency based training design especially for teachers
of the black student.
The experts selected to respond to the module cluster
are representative of several academic disciplines and also
of varying ethnic backgrounds. Each of them has been a
teacher of black students, and at present is a trainer,
either of teachers, teacher trainers, or counselors. The
combined academic areas represented in this group include
Counseling Education, Bilingual Education, Afro-American
Studies and Multicultural Education.
In the following section the author has summarized
the reactions of these experts in two categories, namely,
"concerns" and "general observation." This summary is
followed by a brief graphic summary (Table 5)
.
Concerns . The concerns expressed were largely in
relation to the following:
The need to involve the counseling staff.
The need for trained facilitators is imperative.
The need for more field based activities in
Module I.
The need to clarify some of the directions for
the benefit of facilitators who are not familiar
with competency based approaches.
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° a crash group dynamics" coursea thus not depend on the facilitator?
The need to have the package express a more
ethnocentric perspective.
Why not bibliographies with each module?
Recommendations of some specific bibliographical
references which they considered important toinclude in each of the module areas.
General observations. Generally these comments are
very favorable and supportive of the process and product.
The following expressions are typical of these comments:
The module outlines are imaginative, creative
and directed at a real need.
These are excellent field based approaches. The
small group reinforcement provided is very good.
Securing cooperation of the teacher of record maybe more easily attained by providing the type of
guidance you suggest on the approach needed to
avoid threatening the teacher of record.
This impact of activities such as you provide in
competencies 4 and 5 of the perceptor module (III)
are unavoidable regardless to the individuals'
reactions. These are good enablers to meet the
exploratory nature of the objectives stated as
competencies
.
These module frameworks are flexible and non-
prescriptive. A trained facilitator will be
able to easily adapt each of them to specific
needs in any setting.
Administrators could use these modules for staff
development
.
The field based activities are very valuable.
There is a great deal of feeling and insight in
this product. It is most welcome.
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1 especially like having traineesget m touch with their own feelings andresponses as they interact with others.
The influences of social, economic and political
ohanap
t0 bS rec °9nized by all educators ifc ge is to occur.
I would like to put myself through the
outlined in Module II.
process
In general, the modules provide a good frameworkfor becoming more sensitive to the black child.
If there is a weakness it is in the need for
more field based experiences.
The effort is comprehensive, systematic, concise,free of ambiguity and very well integrated.
Compliments to you. I shall look forward to
using these modules in the fall.
These modules are effective and explicit in terms
of the multicultural dimension. I strongly
recommend them.
The overall ratings given this module cluster by the
ten experts (on a scale of 1-5, with 5 being the highest)
is 4.66. The average score on individual modules is shown
in Table 5.
Table 5
Overall Ratings Given Module Cluster
by the Ten Experts
Score
Module I: Culture
,
Diversity, Freedom 4.70
Module II: Teacher As Advocate 4.80
Module III : Teacher As Perceptor 4.70
Module IV: Teacher As Change Agent 4.45
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• CHAPTER V
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Summary
The purpose of this study was to humanize multi-
cultural teacher education with the cultural focus on the
teachers of black students in a selected school community
of the San Diego, California area. To achieve this
purpose, the study reviewed literature from the fields of
humanistic and multicultural education and explored
personal experiences of the author to identify eight
characteristics of a humanistic multicultural approach to
teacher training.
The eight selected characteristics served as a back-
ground against which to examine the humanistic qualities
of the CHCALT multicultural teacher training process of
San Diego State University. An Analysis of the CHCALT was
also made by black parents and educators, and specific
suggestions offered for ways in which the components of
CHCALT could be revised to provide for special areas of
emphasis related to the concerns.
The responses of black parents and educators reacting
to the CHCALT Process resulted in the identification of
four crucial areas of competency for teachers of the black
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child. When these areas are not addressed in the training
design
, teachers enter the classroom lacking the skills
which would humanize multicultural education for teachers
of black students
,
and for other students as well.
The four competency based module frameworks developed
in Chapter IV incorporate the responses from black parents,
educators and a wide spectrum of teachers, counselors,
teacher trainers and administrators who are involved in the
education of black students in the San Diego area.
Additionally, Chapter IV summarized the opinion of over
100 teachers of black students and ten experts from the San
area who validated the process and the product.
The issues addressed in this study are summarized in
the following questions:
1. What implications do the four illustrative teacher
training modules developed for the black component of the
CHCALT have for humanizing other multicultural teacher
training programs?
2. What conclusions can be drawn concerning humanizing
teacher training for multicultural education which would
benefit all students?
3. What are some of the problems and limitations?
4. What are the recommendations for moving this
process to other third world experiences?
Implications for teacher training . Concerns of
parents and educators involved indicated the following
199
factors which have implications for the preparation of
teachers for multicultural education :
1. Parents
, community agencies and school personnel
at all levels are aware of the urgent need for "change"
m the preparation of teachers, as one priority in pro-
viding equal educational benefits for the” black child.
2. Areas of concern expressed in this study indicate
that one of the fundamental needs in any change of teacher
preparation is that the training address those skills and
sensitivities needed for (a) working with black students
and their parents to identify needs and wants (b) knowledge
and awareness of the need to include the black perspective
in planning at all levels of the curriculum for all stu-
dents, and (c) sensitivity to the needs for teacher
education to address the issues related to training
teachers to deal effectively with issues related to racism,
desegregation, racial and religious differences and
cultural diversity. All of these areas are part of the
"real world" of the classroom.
3. Self-knowledge and the ability to interrelate
affectively can be learned. Teachers need opportunities
to develop in these areas as they assess themselves in
relation to their ability to respond with confidence to
the needs and wants of all learners. Teachers unwilling
to become learner/teachers in these more sensitive areas,
must and should "opt" out into less demanding professions
200
where they could still be contributors.
4. Teacher preparation must begin to recognize and
utilize the tremendous resource of the parents of students.
The parent group involved in the development of this study
is involved with trainees now taking them into their homes,
to their churches and otherwise sharing the black
perspective. Committed teachers are working on a very
frank and honest basis with trainees toward enabling the
acquisition of competencies which some admit they are just
beginning to internalize as a result of contacts with
trainees
.
5. All people involved with or responsible for
education of children in most communities are ready to
dialogue. The pressures of desegregation are making the
need for real parent support indisputable by parents and
teachers alike. This is clearly seen in the dialogue with
teachers and parents which appear in the Appendix and
Chapter II.
6. The module competencies have been validated by a
random sampling of 100 teachers of black students. The
data reveal high correlation between competencies defined
by black parents and educators when compared with responses
from teachers of black children.
7. Parents who acquire well-defined skills in problem
solving are more confident in working with issues related
to what they want for their children. Education must
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respect this as an unmatched resource. Provisions must be
made to train parents.
8. Imperative to a field base training series as
illustrated in Modules II, III and IV are facilitators who
themselves have completed the training and/or experiences
required of trainees, otherwise there is a breakdown in
feedback. Constant, knowledgeable feedback is a must in a
design of this nature or training is dehumanizing. The
trainee also needs the support of a peer group for best
results
.
--
rPklsms and limitations
. Chief among the problems
encountered is that the funding source under which the
project began was not renewed. This presented a problem
in providing adequate expenses of parent and student
consultants for the community support group who needed to
attend certain training activities away from their
immediate community, and also, in some instances, provide
for babysitters.
Secondly, as the group becomes stabilized, internal
situations within families who were committed to remain
with the group change. Some of these changes relate to
graduations from junior high school, transfers to high
schools out of the community and entry of younger children
into various elementary schools of the community. These
are some of the situations which cause a change in emphasis
from a single target school, to a broader school community.
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This created some temporary discomfort for the author, but
parents were pleased. Part of the relief felt by parents
is that it is more comfortable to focus on the total school
community without being hampered by the constraints
inherent in being labeled as too vocal in regards to any
one school. This was especially true in 'earlier stages of
the project. Parents had experienced what happens to their
children under these circumstances. The author was aware
of this problem. One of the main purposes of the process
is to provide competencies for parents to deal with the
school without fear or person blame in relation to just
such issues.
A third factor which poses a limitation is the
hierarchy inherent in any one school setting where many
teachers, individually are concerned, but do not feel free
to become involved unless full sanction is given all the
way from the district offices for all parts of an activity.
creates a time constraint. Also, teachers are bur-
dened with so many meetings that principals are reluctant
to call another meeting, and so matters are most frequently
referred to department chairmen who will see that teachers
are contacted. This procedure was sanctioned by one of the
principals upon first contact. The principal later
explained that due to some board ruling, there could be no
follow through until a formal request from the author could
be acted upon by the council. Fortunately, the author was
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able to contact teachers individually or through university
classes, churches and various community agency programs.
This resulted in a tremendous response from teachers all
over the area. Several teachers not contacted in the
beginning, phoned for survey forms. This limitation,
however, prevented reaching a number of teachers in schools
of the area.
A fourth limitation is in relation to the original
plan to orient teachers and parents in social literacy
techniques. Those activities in this area which were
cleared through the district office were largely attended
by counselors, supervisors or special resource teachers.
Few regular classroom teachers were released for these
sessions due to lack of funds for substitute pay. This
was also true with the two and one half day multicultural
conference
. Many teachers attended the Sunday session,
who were unable to remain Monday and Tuesday. Thus, the
participating parents, students and community people have
received the benefit of the input which teachers have not.
The entire effort could easily have developed into a
situation where everyone had input except the teacher. The
conference and the follow-up survey of teacher reactions
on competencies and modules prevented this. Planning to
involve teachers on a consistent basis on school time is
possible only through the regular inservice planning of
districts. In other words, the collaborative process
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proposed in this study needs real monies and strong
administrative support for broader impact.
A fifth factor is related to the fact that parents
and educators felt that a two and one half day conference
does not provide the time needed for a fair dialogue.
Additionally, announcements sent to the administrative
offices contacted apparently never reached the classroom
teachers in the target area, even though the State
Superintendent of Instruction issued a call letter on the
conference early in the planning. This failure to
communicate resulted in the attendance of small percentage
of San Diego area personnel, compared to personnel from
neighboring communities and states.
A sixth limitation is that in the absence of provi-
sions for extensive field testing of the module cluster,
the actual impact upon classroom performance of teachers
is yet to be determined. The limited use of the materials
in the spring of 1977 showed most encouraging results in
the reports of students and teachers during the spring
parent meeting. The next step is to field test the black
component in the fall of 1977 through the multicultural
department of San Diego State University.
Conclusions
The purpose of this study was to focus on humanizing
multicultural education for teachers of black students in a
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selected school community of the San Diego area.
Specifically
,
the study established first, a list of
eight characteristics of a humanistic multicultural
approach. These characteristics were used as criteria in
examining the CHCALT Multicultural Teacher Training Process
of San Diego State University. This examination shows that
the CHCALT process has the potential for humanizing teacher
training, but lacks emphasis in some of the areas implied
by the humanistic multicultural characteristics established
in Chapter II. These areas are those clearly associated
with higher level performance skills in both the affective
and cognitive domains.
Chapter III furthered the investigation of the CHCALT
through a conference of black parents and educators. Input
from the parents and educators identified specific
competency areas in which the CHCALT could provide for
humanizing multicultural teacher training for teachers of
black students. The areas identified are those largely
totally neglected in most training designs.
In Chapter IV, these identified competency areas were
validated by a substantial number of teachers of black
students and by experts in the field. They were each
supportive of the process and product of this study.
This study illustrated the possibility of combining
competency based education with humanistic education in
meeting the needs of multicultural education as a process
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y in which black parents and educators perceive the ne*
for competencies in certain areas as crucial to teacher
of black students, a large percentage of teachers of'
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students accepted these as areas of competency which are
needed, but expressed little hope for acquiring them. The
teachers of black students also continued to remind the
author that actions suggested by black parents and
educators must be stated as inclusive of all people, not
just blacks, and that emphasis on blacks would produce a
.back-lash” or a return to black power. Expressions such
as these serve to emphasize the lack of understanding and
fears on the part of teachers
.
This study indicates the willingness on the part of
the black parent student group in this school community to
support teachers in the acquisition of skills for
increasing educational benefits for black students. Most
teachers still feel that this area is largely up to them;
however, the pressures and fears that they are facing due
to the issues of desegregation and the demands for
Bilingual-Multicultural Education have demonstrated the
need to collaboratively plan with parents and community.
The ready response of educators in schools, colleges
and universities to a conference call on the issues of
humanizing multicultural teacher training demonstrates the
need for dialogue, not just limited to teachers of black
students, but concerning all teachers; especially those
working with other third world students whose heritage
and culture is also neglected in most regular training
programs, as well as in the materials and media provided
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in most school districts
.
Also indicative of readiness to respond is seen in the
way in which educators of the San Diego area volunteered
services and time to participate in the conference and
follow-up activities.
San Diego area needed the dialogue provided on this
study. The spinoff activities include the first collabor-
ative planning between university black faculty and school
district personnel, and an active parent-student group
committed to ongoing dialogue with the schools in the
interest of multicultural education.
Perhaps the most encouraging fact is that this study
brought together hundreds of concerned people in dialogue
on problems of mutual concern, with some promise of having
follow-up action on the solution offered.
Recommendations
The recommendations which follow are based upon the
results of the study and on the author's personal
experiences as a teacher and trainer of teachers in
multicultural settings.
In light of the need for teachers and parents to
promote Multicultural Education, the following recommenda-
tions are suggested for further examination and
incorporation into the schools' and School of Education's
educational programs:
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1. Teachers of black students must be provided the
training and administrative support systems which will
enable them to:
a. Utilize the resources of the black family and
community to develop the teaching-learning
which enables optimum development of
students in cross-cultural learning.
b. Become active in building black history and
culture (as perceived by black people) into
the overall curriculum of the schools at all
levels
.
c. Accept and implement programs and strategies
in which they work with concerned individuals
and groups in naming, analyzing, and solving
problems related to improving the educational
benefits for all children.
d. Continually assess themselves in relation to
their readiness to work with black people
toward Education for Liberation.
2. The school and district educational climate for
promoting and implementing multicultural education must
consider the following factors:
a. Any effective multicultural program must be
humanistic
.
b. A humanizing multicultural approach is pos-
sible if there exists a committed school
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community support group representative of all
ethnic groups in the school community. This
provides for the ethnic specifics basic to
cross-cultural learning in a multicultural
setting and for the understanding of one's
own cultural background, and the perspectives
of how others view themselves and the
community
.
c. An effective multicultural school climate must
^®flcct the culture and diversity of the
school community.
d. Parents and community must be included as real
contributors in planning for meeting the needs
and wants of all individuals and groups as
they seek improved educational benefits. This
inclusion should not be without monetary
considerations. Parents are our most valuable
consultants in planning for multicultural
education.
3. Teacher training institutions and the CHCALT
Teacher Training Process must consider the following
proposals to fully operationalize multicultural education:
a. A Humanistic Multicultural Teacher Training
for teachers of the black student should be
a program for all students as long as the
ethnic specifics as emphasized for blacks in
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these modules are developed for other ethnics.
b. There is a need for broad based structures
for bridging the gap between the academic
demands of the university and the realistic
needs and aspirations of the school community.
c. The structure for bridging the gap is a
support group of parents and community people
in any one school community who are open to
dialogue with educators concerning their
children and who are working with school
personnel on the development of the training
design
.
d. Universities and schools must accept, utilize
and provide funds for the use of this great
community resource in training and retraining
teachers, and that dialogue be continuous and
ongoing.
e. Teacher training is largely field based with
provisions for feedback from trainers
competent in knowledge and understanding of
the school community with special skills in
relation to any one or several ethnics
represented in the school community.
4. In view of the concerns and responses of black
parents, educators and students, it is essential that all
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teachers of the black child take the creative risk in
relation to truth where the situation of Blackness is
concerned. it is most dehumanizing, for teachers and
learners, to have teachers who do not know the cultural,
political, social and economic truth in relation to the
black community, teaching black children. it is still more
dehumanizing that black children do not know the truth of
their past heritage and their present conditions as members
of a colonized people. In order to function in this role
of accepting and advocating freedom, diversity and the
preservation of black heritage, teachers of the black
student can no longer ignore these concerns.
This study strongly suggests that black parents and
educators are aware of the dangers of overlaying multi-
cultural education upon already static designs, resulting
in little benefits to black children. It definitely
projects the demand that if education is not able to trans-
form the basic realities of schooling where multiculturalism
is concerned, there will be little if any benefits to be
accrued by black children, or other third world children,
whose heritage and culture are systematically neglected in
training designs, as well as in textbooks, materials and
media available in the various districts.
Possible areas for further study include such issues
as (1) the impact of the black component on performance of
classroom teachers as compared to other teachers of black
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students in a designated school community; (2) the
longevity of the parent-student community support group and
its impact on educational planning for multiculturalism;
(3) the extent to which the "follow-through" activities of
this group increase participation on the part of more
concerned people, and contributes toward Institutional
change benefiting students of all ethnic groups; (4) the
adaptability of the training sequence with emphasis on
other third world peoples; and (5) exploration related to
attitudes of teachers and parents toward black speech.
The study recognizes that humanizing multicultural
preparation of teachers is only one step toward humanizing
education for black students. The areas of competency
identified in this study were accepted by educators and
parents as promising one approach to the problem.
BIBLIOGRAPHY
215
BIBLIOGRAPHY
AACTE Commission on Multicultural Education. "No One Model
1973^
Cail
264 265
rna 'L Teac^er Education 24 (Winter
Adachi, Mitsua. "Living Use: Example of a Multicultural
Appr°sch. Educational Leadership Journal of fho
ASCP 33, No. 3 (1975) : 189^
Alschuler, A. "The Rise of Educational Humanism." Meforum
Journal of Educational Divers ity and Innovation 2, No
.
1 (1975): 1-2.
Alschuler, A., D. Tabor, and J. McIntyre. Teaching Achieve-
ment Motivation
. Middletown, Conn.: Education
Ventures, Inc., 1971.
Alschuler, A., et al. "Full Humanness: A Search for Self-
Knowledge." Meforum Journal of Educational Diversity
and Innovation 2, No. 1 (1975): 4-7.
Anderson, Norma J. "Sociocultural Awareness and the Black
Child. Paper presented at the CHCALT Conference; Black
Perspective, Institute for Cultural Pluralism, San
Diego State University, November 1976.
Aragon, Juan. "An Impediment to Cultural Pluralism:
Culturally Deficient Educators Attempting to Teach
Culturally Different Children." In Cultural Pluralism
in Education: A Mandate for Change
, pp. 77-84.
Edited by Madelon Stent, W. R. Hazard and H. Rivlin.
New York: Appelton-Century-Crofts
,
1973.
Arciniega, Tomas A. "The Thrust Toward Pluralism: What
Progress?" Educational Leadership Journal for
Supervision and Curriculum Development 33 (December
1975): 163-167.
Baker, Gwendolyn. "Multicultural Training for Student
Teachers." Journal of Teacher Education 24 (Winter
1973): 306-307.
Banks, James A. "Imperatives in Ethnic Minority Education."
In Curriculum: Quest for Relevance , pp. 282-289.
Edited by William Van Til. New York: Houghton
Mifflin, 1971.
216
Banks, James A. "The Implications of Ethnicitv forS™ 3!1om3 " (iff^ff^naljLeadetship Journal of
Banks, James A.
Implication
Leadership
190- 193
.
The Emerging Stage of Ethnicity:
°r Staff Development." Educational
Journal of the ASCD 34 (December 1976)
:
Bara
!choo?
a" C
;
"Teaching Reading in An Urban Negrob n l. In Language and Poverty
. Edited by F.Chicago: Markham Publishing Co., 1970.Williams
.
Barnes
,
Edward J. "Counseling the Black StudentNeed for a New View." In Black Psychology,
214
. Edited by Reginald Jones
. New York:
111 .: Harper & Row, 1972.
: The
pp. 213-
Evanston
r
Beatty, Walcott H. "Emotion the Missing Link in EducationImpairing Education Assessment." Educational
Leadership Journal of the ASCD (1969) : 87-88
.
ben-Jochannan, Y. Black Man of the Nile. New York*
Alkebu-Lan Books
,
”197 0 .
~
Bennett, L. "Historical Perspectives; Black Americans."
Paper presented at the CHCALT Conference; Black
Perspective, Institute for Cultural Pluralism, San
Diego State University, November 1976.
Bennett, Lerone L.
,
Jr. Before the Mayflower: A History
of the Negro in America
. Chicago: Johnson Publishing
Co., 1964.
Bennett, Lerone L., Jr. The Shaping of Black America
.
Chicago: Johnson Publishing Co
. ,
1975.
Bernier, Norman R.
,
and Richard H. Davis. "Synergy: A
Model for Implementing Multicultural Education."
Journal of Teacher Education 24, No. 4 (1973): 266-271.
Birch, Jack W. Mainstreaming: Educable Mentally Retarded
Children in Regular Classes
. Minneapolis: University
of Minnesota Press, 1976.
Blackwell, James E. The Black Community: Diversity and
Unity . New York: Harper & Row, 1975.
217
BlaY
B°ack Child
1
"
3
^
5 °f GrOWth and Dev«l°P">ent and the
BlarV Si * <_. Paper Presented at the CHCALT Conference-ck Perspective, Institute for Cultural PluralismSan Diego State University, November 1976.
Bloom, Benjamin.
Handbook I:
McKey, 1956.
Taxonomy of Educational Objectives
,
Cognitive Domain^ New York: David
Borton, Terry.
Quest for
Van Til.
"Reach, Touch and Teach." In Curriculum;
Relevance
, pp. 160-169. Edited by William
Boston; Houghton Mifflin, 1974.
Broudy, Harry S. "Cultural Pluralism; New Wine in Old
Educa tional Leadership Journal of the ASCD33, No. 3 (1975) : n.p.
Brown v. Board of Education of Topeka, Shawnee County,
347 U.S. 483 (1954) . X
Cayou, Dolores K. "The Origins of Modern Jazz Dance."
The Black Scholar 1 (June 1970) : 26-31.
Chaffee, F. L. "Improving Teacher Awareness of Ethnic
Styles." Educational Leadership Journal of the ASCD
33 (November 1975) ; 123-125. ~~
Chambliss, Edwin V. "An Application of PBTE in a Human-
istic Framework." Educational Journal of the ASCD 33
(April 1976) : 534-537:
Chrisman, Robert. "The Formation of a Revolutionary
Black Culture." The Black Scholar 1 (June 1970): 2-9.
Clark, Kenneth B.
,
and M. K. Clark. "The Development of
Consciousness of Self and the Emergence of Racial
Identification in Negro Preschool Children." Journal
of Social Psychology 10 (1939): 591-599.
Cole, Johnetta B. "Culture: Negro, Black and Nigger."
The Black Scholar 1 (June 1970): 40-45.
Coleman, James S. The Concepts of Equal Educational
Opportunity . Washington, D.C.: Government Printing
Office, 1966.
Coleman, James S., et al. The Evaluation of Equality of
Educational Opportunity^ Washington , D . C. : Government
Printing Office, 1966.
218
Combs, Arthur W. "Can Education Be Relevant?" Tn RomBarrie to Humaneness_ in the Highlchoot EdiOTTy22'
elation ?
1
=
and J- L ‘ Smith
- Washington, D.C. : AsLor for Supervision and Curriculum Developments
Combs Arthur W.
,
D. Avila, and w. W. Purkey. Heloino
_
elationships Basic Concepts for the Helping Pr-M^esH°EF- Boston: Ailyn & Bacon, 1974. P 9
of
CrUS
llk
ar
°u
d
i I
The
.
CrisiS ° £ the Meqro Intellectual
. NewYor . William Morrow, 1967
.
Deno, Evelyn J.
Children
.
Washington
,
Instruction Alternatives for Exceptional
HEW Pursuant Grant 0-9-336-005 (725).
D.C.: Government Printing Office, n.d.
Dewey, J. "Nationalizing Education." Addresses andProceeding s o f the National Education Association 54(1916): 15. " -
Dickeman, Mildred. "Teaching Cultural Pluralism." InTeaching Ethnic Studies—Concepts and Strategies
,
PP- 2 0-21^ Edited by James A. Banks. Washington,
D.C.: Government Printing Office, 1973.
J* k. Black English; Its History and Usage in
the U.S. New York: Random House, 1972.
Dolce, C. J. "Multicultural Education, Some Issues,"
Journal of Teacher Education 24, No. 4 (1974): 282-284.
Dunfee, Maxine. Introduction to Eliminating Ethnic Bias
in Instructional Materials
. Washington: Association
for Supervision and Curriculum Development, 1974.
Egashira, Pam. "An Asian Perspective." Journal of Teacher
Education 26 (Summer 1975): 131-132.
Ember, Carol R.
,
and Melvin Ember. Cultural Anthropology .
Englewood Cliffs, N.J. : Prentice Hall, 1973.
Epps, Edgar. "Politics and the Education of Black
Americans." Paper presented at the CHCALT Conference;
Black Perspective, Institute for Cultural Pluralism,
San Diego State University, November 1976.
Fanon, Frantz. Black Skin White Mask . New York: Grove
Press, 1967.
Fantini, Mario. "Humanizing the Humanism Movement."
Delta Kappan
,
February 1974, pp. 400-402.
Phi
219
Fenwick, E., and R. Kaufman. Needs Assessment: A Focu,
.for Curriculum Pevelopment7 Part I . Washington—D~c •Association for Supervision and Curriculum Development,
Flanders, N. A., et al. Minicourse on Interact ionAnalysis
. San Francisco: Far West Laboratory forEducational Research and Development, 1974 .
Foley, J. a. "Teaching and Learning in the AffectiveDomain. In Removing Barriers to Humanenes s in theHi£h School. Edited by J . G. Saylor and J. L. Smith.Washington, D.C.: Association for Supervision andCurriculum Development, 1971.
Fox, Robert S. "Diagnosing the Professional Climate ofYour School." Unpublished manuscript, University of
Michigan, 1970.
Frazier
,
Thomas R. Afro-American History: Primary
Sources
. New York: Harcourt, Brace & World, 1970.
Freire, Paulo. Pedagogy of the Oppressed . New York:
Seabury Press, 1970.
Freire, Paulo. Latin Americans Look into Their Social and
Religious Problems
. Washington
,
D .C . : Government
Printing Office, 1971.
Freire, Paul 0. Education for Critical Consciousness
. New
York: Seabury Press, 1973.
Gaffney, Floyd. "Black Theater: Commitment and
Communication." The Black Scholar 1 (June 1970):
10-15.
Galloway, C. M. "Nonverbal Teacher Behaviors: A
Critique." American Education Research Journal 11,
No. 3 (1974) : 305-306.
Gay, Geneva. "Organizing and Designing Culturally
Pluralistic Curriculum." Educational Leadership
Journal of the ASCD 33 (December 1975) : n.p.
Gittell, M., and B. Dollar. "Cultural Pluralism: Tradi-
tional and Alternative Models." In Badges & Indica of
Slavery: Cultural Pluralism Redefined . Edited by A.
Pantoja. Lincoln: University of Nebraska Press, 1975.
Glines, Don E. Creating Humane Schools . Mankato, Minn.:
Campus Publishers, 1973.
220
Gollnick, Donna M.
, Frank H. Klossen,
Multicultural Education and EthnicUnited States
. Washington, D.C.:
Colleges for Teacher Education,
and Joost Yff.
Studies in the
American Association
1976.
Goodman, Paul,
of Scholars
.
Compulsory Mis-education and the CommunitvNew York: Vantage,' 1964 .
Gordon, Milton M. Assimilation in American Li fe: The RoleRace, Relig ion and National Origins
. New York:Oxford University Press, 1964.
"
Grant, Carl A., ed. "Exploring the Contours of Multi-
cultural Education." In Sifting and Winnowing; AnExploration of the Relationship between Multicultural
Education and CBTE
, pp. 1-12. Madison, wi.P .
University of Wisconsin Press, 1975.
Grant, Carl, and Brian A. Calhoun. "Planning and
Implementing Multicultural Competency Based Teacher
Education Programs." In Sifting and Winnowing: An
Exploration of the Relationship between Multicultural
Education and CBTE
, pp. 215-248. Edited by Carol
Grant. Madison, Wise.: University of Wisconsin
Press, 1975.
Gross, Beatrice and Ronald. Radical School Reform . New
York: Simon & Schuster, 1969.
Guthrie, Robert V. Even the Rat Was White . New York:
Harper & Row, 1976a.
Guthrie, Robert V. "Psychology of Black Americans." Paper
presented at the CHCALT Conference; Black Perspectives,
Institute for Cultural Pluralism, San Diego State
University, November 1976b.
Haley, Alex. The Autobiography of Malcolm X . New York:
Grove Press, 1964.
Hamilton, Norman K., and J. G. Saylor. Humanizing the
Secondary School . Washington, D.C.: Association for
Supervision and Curriculum Development, 1969.
Hardin, Joy. "Values, Clarification, Micro-Counseling,
Education of the Self and Achievement Motivation: A
Critique." Meforum Journal of Educational Diversity
and Innovation 2, No. 1 (1975): 30-36.
221
ijSiljb f.
3
! ^
k
^
S
^
rU
^
le> Note s from the ColorvTzedWorld
. Edited by the Institute ot the Black WorldMonograph N°. 2. Cambridge, Mass.: Harvard Review,
Hare
oJ!^har\*
" The B
^
ttle for Black Studies." The BlackScholar 1
, No. 9 (1972): 32-47. —
Harris, Ben M. "Supervisor Competence and Strategies for
of
P
fhe
1
aIc^
n
^
r
'?S
t
i
0n • " Educational Leadership Journalt ASCD 33 (February 197 6) : 332-335 . C
Herndon, James. The Way It Spozed To Be. New York*Simon & Schuster, 1968.
Herndon, James. "How To Survive in Your Native Land." in
Curriculum: Quest for Relevance
, pp. 56-59. Editedby William Van Til. Boston: Houghton Mifflin Co.,
1971 .
Hilliard, A. "Restructuring Teacher Education for Multi-
cultural Imperatives." In Multicultural Education
through Competency-Based Teacher Education
, pp. 40-55.
Edited by William Hunter. Washington, D.C.: American
Association of Colleges for Teacher Education, 1974.
Hilliard, A. "Goals and Strategies for the Education of
the Culturally and Linguistically Distinct." Paper
presented at the CHCALT Conference; Black Perspective,
Institute for Cultural Pluralism, San Diego State
University, November 1976.
Holt, John. "How Children Fail." In Curriculum: Quest
for Relevance
, pp. 18-23. Edited by William Van Til.
Boston: Houghton Mifflin, 1974.
Houston, Alice V. "Leadership for Multicultural Experi-
ence." Educational Journal of the ASCD 33 (December
1975 ): 199-203.
Howe, Harold. Report of the National Advisory Commission
on Civil Disorders. New York: Bantam Books, 1968.
222
H t®^' W
^
lllam A
- Multicultural Education Th rnnrrhCompetency-Based Teacher Education
. Washington, D c
^merrcan Association of Colleges for Teacher EducatioA,
Jackson^Bailey^ "Black Identity Development." Meforum
^
mrnal of Educational Diversity and Innovation 2,No. 1 (1975) : 19-25.
James, C. L. R. "The Black Scholar Interview." The BlackScholar 2 (September 1970) : 35-43.
Johnson, Kenneth R. "The Influence of Nonstandard NegroDialect on Reading Achievement." The English Record,Spring 1971, n.p. 2
Jones, George W. Introduction to Humanizing Education in
the Seventies: A National Education Association
Publication
. Washington, D.C.: National Education
Association, 1974.
Jones, Reginald L.
,
ed. "Labeling Children Culturally:
Deprived and Culturally Disadvantaged." In Black
Psychology
, pp. 285-295. New York: Harper & Row,
1972.
Kallen, H. M. "Democracy Versus the Melting Pot." In The
Nation . New York: Boni & Liveright, 1915.
Kallen, H. M. Culture and Democracy in the United States .
New York: Boni & Liveright, 1924.
Keller, Charles. "Humanizing Education," NAASP Bulletin,
February 1972.
Kerner, Otto. Report of the National Advisory Commission
on Civil Disorders
. New York: Bantam Books, 1968.
Kerri, James. "Anthropological Implications of Education
and the Black American." Paper presented at the CHCALT
Conference; Black Perspective, Institute for Cultural
Pluralism, San Diego State University, November 1976.
Kimmel, Carol. "Parent Power." Journal of Educational
Leadership 34, No. 1 (1976): 24-25.
Kirshenbaum, Howard. What Is Humanistic Education ? New
York: Humanistic Education Center, Upper Jay, 1974.
223
Kohl
' Herbert . "36 Children." In Curriculum:
Relevance
, pp. 25-36. Edited by William VanBoston: Houghton Mifflin Co., 1974.
Quest
Til.
for
Kopan, Andrew T. "Melting Pot: Myth or Reality." InCultural Pluralism. Edited by E. Epps. Berkeley:
McCutcheon, 1974.
Kozol
, Jonathan. Death at An Early Age . New York: Bantam
Books, 1968.
Krathwol
,
David, et al. Taxonomy of Educational Objectives
Handbook II: Affective Domain
. New York: David
McKay, 1964.
Labov
,
William. The Logic of Nonstandard English .
Irvington, N. Y. : Columbia University Press, 1970.
Latimer, Bettye I. Starting Out Right; Choosing Books
about Black People For Young Children, Preschool
through Third Grade . Wisconsin: Department of Public
Instruction Bulletin, 2314, 1972.
Leeper
,
Robert. The Middle School We Need . Washington,
D.C. : Association for Supervision and Curriculum
Development, 1975.
Leonard, George B. Education and Ecstasy. New York:
Dell, 1968.
Ligons, Claudette. Nonverbal Communication and the Affective
Domain: Resources for CBTE . Madison: University of
Wisconsin Press, 1973
.
MacDonald, James B. "A Vision of Humane Schools." In
Removing Barriers to Humaneness in the High Schools .
Edited by J. G. Saylor and J. L. Smith. Washington,
D.C.: Association for Supervision and Curriculum
Development, 1971.
McDonald, James M. "The High School in Human Terms:
Curriculum Design." In Humanizing the Secondary
School. Edited by N. K. Hamilton and J. G. Saylor.
Washington, D.C. : Association for Supervision and
Curriculum Development, 1969.
Mazon, M. Reyes. CHCALT—A Multidisciplinary Competency
Based on Training Design. San Diego: San Diego State
University Press, 1975
.
224
Meadows, Eddie. "Aesthetic and Spiritual Perspective "Paper presented at the CHCALT Conference; Black
n?^e=v 1Ze '„ I"StitUte for Cultural Pluralism, SanDiego State University, November 1976.
Meranto, Philip. School Politics in the Metropolis.Columbus: Charles E. Merrill, 1970. c
Merton, Robert K., ed. "The Self-Fulfilling Prophecy."
In Social Theory and Social Structures. New York*
Free Press, 1957.
~
Metcalfe, Ralph H., Jr. "The West African Roots of Afro-
American Music." The Black Scholar 8, No. 1 (1970):16-24
.
Michael, Lloyd S. "Alternative Modes of Organizing
Secondary Schools." In Humanizing the Secondary
School
. Edited by N. J. Hamilton and J. G. Saylor.
Washington, D.C.: Association for Supervision and
Curriculum Development, 1969.
Miller, Lamar P. Evidence of Ethnic Bias in Instructional
Mater ials . Washington, D.C.: Association for
Supervision and Curriculum Development, 1974.
Miller, William C. "Fostering a Commitment to Cultural
Pluralism. " Educational Leadership Journal of the
ASCD 34, No. 3 (1976): 221-226.
Mitchell, Kernan. "Response to "Blaylock," Issues of
Growth and Development and the Black Child." Paper
presented at the CHCALT Conference; Black Perspective,
Institute for Cultural Pluralism, San Diego State
University, 1976.
Monez, Thornton B.
,
and Norman L. Bussier. "The High
School in Human Terms." In Humanizing the Secondary
School . Edited by N. K. Hamilton and J. G. Saylor.
Washington, D.C.: Association for Supervision and
Curriculum Development, 1969.
Morrisseau, James J. "A Conversation with Alvin Toffler."
In Curriculum: Quest for Relevance . Edited by
William Van Til. Boston: Houghton Mifflin, 1974.
Nagel, Thomas S., and Paul T. Richman. Competency Based
Instruction, A Strategy to Eliminate Failure .
Columbus: Charles Merrill, 1972.
225
Patterson, C. H. Humanistic Education.
N.J.: Prentice Hall, 1973.
’ Englewood Cliffs,
Patterson, Orlando. "Ethnicity and the PluralisticFallacy. View Point 2 (March 1975): n.p.
Pettigrew, T. F. A Profile of the Negro American
.
Princeton, N.J.: D. Van Nostrand, 1964.
Poussaint, Alvin, and Carolyn Atkinson. "Black Youth and
Motivation." In Black Psychology
, pp. 113-123.
Edited by R. Jones. New York: Harper & Row, 1972.
Reid, Charlotte A. "Some Criteria for Humanizing." Paper
presented at the Annual Conference of the International
Communication Association, Montreal, Canada, April
1973 .
Reynolds, Maynard C. Forward to Mainstreaming: Educable
Mentally Retarded Children in Regular Classes
,
by Jack
Birch. Minneapolis: University of Minnesota Press,
1976 .
Rist, R. "Student Social Class and Teacher Expectations:
The Self-Fulfilling Prophecy in Ghetto Education."
Harvard Educational Review
,
1970.
Roberts, Gilchrist, and Bernice R. Roberts. Curriculum
Development A Humanized Systems Approach . Bloomington,
Ind. : Lear Siegler, Inc./Fearon Publisher, 1974 .
Rosenberg, Max. Introduction and Bibliography to Evaluate
Your Textbook for Racism, Sexism . Washington, D.C.
:
Association for Supervision and Curriculum Development,
1974 .
Rosenberg, Max. "Coordinator Report: Education for
Pluralism." Educational Leadership Journal of the
ASCD 33, No. 8 (1976): 623-624.
Rosenthal, Robert, and Lenore Jacobson. Pygmalion in the
Classroom: Teacher Expectations and Pupil's Intel -
lectual Development . New York: Holt , Rinehart &
Winston, 1968.
Roth, Robert A. "Multicultural Competency Based Teacher
Certification." In Sifting and Winnowing: An
Exploration of the Relationship between Multicultural
Education and CBTE
_
.
Edited by C. A. Grant. Madison,
Wise.: University of Wisconsin Press, 1975.
226
ixsr““!r," *'*"**
»
t. »»•.».
;
«.. 1. t„i aa&», ,‘J»r8r -H3»t
AssociaHnnYJ°
r
c
J
*. L * Smith * Washington:ciatio for Supervision and Curriculum Development,
Sahmaunt, Herschell. "Imperatives and Strategies forOrganizing Schools to Serve Their Communities " ingumanizmg Education in the Seventies
, pp. 20-25Washington, D.C.: National Education AssociatioA,
Saylor, J. G., and J. L. Smith, eds. Removing Barriers togumaneness m the High School
. Walhington, D.C.:
^ssociation for Supervision and Curriculum Development,
Schneider, Frank. "Teacher-Pupil Relationship in theHumane School." In Removing Barriers to Humanenessin the High School
, pp. 74-76. Edited by J. G. Saylor
and J. L. Smith. Washington, D.C. : Association forSupervision and Curriculum Development, 1971.
Seefeldt, Carol. "Who Should Teach Young Children?"
Journal of Teacher Education 24, No. 4 (1974): 308-
Silberman, Charles E. Crisis in the Classroom. New York:
Random House, 1970. —
Sizemore, Barbara. "Making the Schools a Vehicle for
Cultural Pluralism." In Cultural Pluralism in
Education: A Mandate for Change
, pp. 43-54. Edited
by Madelon Stent, W. Hazard and H. Rivlin. New York:
Appleton-Century-Crofts
,
1973.
Smalley, Mary Jane. "Pluralism and Cultural Pluralism in
the Training of Teacher Trainers program. " In Cultural
Pluralism in Education: A Mandate for Change
, pp. 145-
148. Edited by Madelon Stent, W. Hazard and H. Rivlin.
New York: Appleton-Century-Crofts
,
1973.
Soar, Robert S. "Achieving Humanness: Supporting
Research. " In Humanizing the Secondary Schools .
Edited by N. K. Hamilton and J. G. Saylor. Washington,
D.C.: Association for Supervision and Curriculum
Development, 1969.
227
Spillers, Hortense H. "
of the Black Sermon.
1971 ): 14 - 27 .
Martin Luther King and the Style
The Black Scholar 3 (September
Stent, Made Ion, W. Hazard, and H. Rivlin, eds. Cultural
Pluralism in Education: A Mandate for Change! New
-
York: Appleton-Century-Crof ts
,
197 3 .
Sturges
,
A. W. "Forces Influencing the Curriculum."
Educational Leadership Journal of the ASCD 34, No. 1
( 1976 ) : 40 - 45 . :
Sullivan, A1 . "Current Educational Research—Diagnostic
and Prescriptive Strategies." Paper presented at the
CHCALT Conference ; Black Perspective, Institute for
Cultural Pluralism, San Diego State University,
November 1976.
Sykes, Dudley. "De Facto Dehumanization." NAASP
Bulletin
,
February 1974.
Thompson, Thomas A. "American Indian Teacher Training."
Journal of Teacher Education 26, No. 2 (1975): 123-124.
Toffler, Alvin. Future Shock. New York: Bantam Books,
1971 .
Travieso, Lourdes. "Puerto Ricans and Education." Journal
of Teacher Education 26, No. 2 (1975): 128-130.
Trump, Lloyd. "On Humanizing Schools: Points of View and
Basic Issues." NAASP Bulletin
,
February 1972.
Valdez, Rudy F. "The Case for Bi lingual/Bicultural
Education." In Guidelines for the Preparation and
Certification of Teachers of Bilingual-Bicultural
Education. Center for Applied Linguistics, August
5 . 6 , 1974 .
Valett, Robert E. Affective Humanistic Education Goals,
Programs and Learning Activities . Belmont, Ca.
:
Lear Siegler, Inc./Fearon Publishers, 1974.
Valverde, Leonard. "Leadership Compatible with Multi-
cultural Community Schools." Educational Leadership
Journal of the ASCD 33, No. 5 (1976): 344-347.
228
d2’ Strategies for Introducing Skills in
St- f? t:LXe . Curr ^culum Planning for Teacher s nf
Higfriy Mobile Troubled Youth" of tho t n n <-> t-TT^TTTT"
Malted by Carl A. Grant. Resources for CBTE (I 10)
.
Madison: University of Wisconsin Press, 1973.
Van
the
n
Black
d
Child
F
"
Ct
A
rS in s<??iocultural Background of
rnif!!!? D? •
n unPubllshed paper, Institute forCultural Pluralism; Black Component, San Diego StateUniversity, April 1976.
Van Til, William. Curriculum:
Boston: Houghton Mifflin,
A Quest for Relevance
.
1974";
Washington, Kenneth R. "Self-Concept: An Affective
Educational Experience for Inner-City Teachers."
Journal of the National Association for the Education
of Children 24 (July 1974^ ; s~, -
—
Weinstein, Gerald. "Humanistic Education: What It Is
and What It Isn't." Meforum Journal of Educational
Diversity and Innovation 2
,
No". 1 (1975) : 8-11
.
Weinstein, Gerald, and Mario Fantini. Toward Humanistic
Education: A Curriculum of Effect . New York:
Praeger
,
1~9 7 0
.
Wilhelms, Fred T. "Design of the Curriculum." In Removing
Barriers to Humaneness in the High School
, pp. 54-70.
Edited by J. G. Saylor and J. L. Smith. Washington,
D.C.: Washington, D.C.: Association for Supervision
and Curriculum Development, 1971.
Wilhelms, Fred T. "Priorities in Change Efforts." In
Curriculum: Quest for Relevance
, pp. 297-303. Edited
by William Van Til. Boston: Houghton Mifflin, 1974.
Williams, Charles. Imperatives and Strategies for
Committing Education Association to Advocate Humanizing
Education . Report of the Twelfth Annual Conference
on Civil and Human Rights in Education, Washington,
D. C.
,
April 1974.
Williams, Fred. Language and Poverty . New York: Markham,
1970 .
Woolner
,
R. B. "Self-Concept, What Is It?" Instructor ,
March 1970, p. 60.
Young, Lauren S. "Multicultural Education: A Myth into
Reality." Journal of Teacher Education 26, No. 2
( 1975 ): 127-128.
APPENDIXES
APPENDIX A
PARENTS' CONCERNS
231
APPENDIX A
SUMMARY OF PARENTS' DIALOGUE WITH BLACK
EDUCATORS AND TEACHERS OF
BLACK CHILDREN
Parent :
Parents of the School area drew up a set of
important issues about which we wanted to dialogue with
other parents and educators to get implemented in our
schools. Our greatest problem is to break down barriers
and communicate without blaming each other. Then we can
work together to get the University to give our teachers
the kind of training which will get them ready for the many
problems that are in a school such as ours. Parents also
need training. The first topic which we will address is on
values. It is number one on the list of issues. It says:
Black children have coherent systems of values and
morals. Educators need to understand and respect
these systems and how they grow and develop.
Our children do come into the school system with a set of
morals and values that they have learned at home and in the
community. As was said by a speaker today, the years from
1-5 are not wasted years and we are interested in seeing
that these things are not devalued or wasted in the system,
but brought to the forefront and reinforced positively not
negatively. Our purpose as parents is to see how much of
this can be brought out for dialogue in this conference.
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Black Educator ;
What I tried to emphasize today is that schools
respond as if the first five years are a waste. Schools
are not recognizing these values, these beliefs, these
moral attitudes that come from the home. The kind of
coping mechanisms they bring are devalued. One of the
problems is to find ways to recognize these experiences and
build on them. These are the strengths our children bring.
You cannot build on weaknesses.
Parent :
Do they build on White's strengths?
Black Educator :
There is less of a problem in relation to this for
whites and middle-class students. Lower class blacks
become objects to be ignored, even by their own black
fellow students.
Parent :
What are you doing to combat this in teacher training?
Black Educator :
Not much at all in most training programs, but I
imagine some few address this issue. Most of the blacks
who come into the university are not from the ghetto and
are alienated by other blacks. I am now working with
students to try to bridge this gap.
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Parent :
Could you do this for our students at high school
level? For example, why couldn't we begin with students
from Patrick Henry High and Lincoln High before they reach
the university? How can you start that earlier?
There is a great deal of psychological warfare going
on against our children. The busing issue is an example.
White middle-class values are used for psychological war-
a9ains t our children. As parents, we want our
children's values reinforced instead of negated.
A lot of the problem is the flight of the black
educators from the black community. What is the problem?
Black Educator :
Black middle—class and black teachers get together and
meet on problems of people and the people are not there.
They are excluded for different reasons, by registration
fees and distances, just as today.
A part of the problem has to do with what we do as
leaders to bring about interaction. Too many of us are
9:00 to 5:00 teachers. We dress a certain way and display
most of the attributes of the majority culture. We ignore
teaching and raising real issues related to political and
economical well-being of our people. An example is the
exploitation of blacks in the tobacco industry. Blacks
should know this. If we do know it, why do we smoke? We
234
need conferences like this to bring people together to
dialogue on situations concerning the political and
economic factors that control black lives and begin
educating for liberation.
Parent ;
Do you believe it is more advantageous for blacks to
adhere to majority culture values and teach other places
than in the black community?
Black Educator :
We are adaptable; highly so. Most Blacks show,
outwardly at least, little difficulty in moving along with
the majority culture in this country. That is what our
institutions train for—to preserve and perpetuate that
culture. The more training, the easier to appear to be
assimilated. It is economic and political of course.
Parent :
Are you saying that it is more advantageous for Blacks
to adhere to majority culture values and teach other places
than the black community?
How do educators reflect the values of the black
community? As a black parent, I want to know. I want
concise answers— something I can get my teeth into. Has
this conference reflected the values of the black community?
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Black Educator :
We have all kinds of information, but not enough
chance to interact (role play) to find out what each
other's values are. You do not know where I am coming from
until we interact.
We use all sorts of terms and define them differently
— love, violence, war
—
people talk at each other. Not to
each other. Not hearing and interacting with each other.
Parent :
I have four pages of notes. I am 22 years old, come
from a large family, and I have 4 kids. We have been
fighting the school system in for 4 years and I want
some answers. One thing that struck me throughout this
conference is the inability of black intellectuals to
communicate with us and break down. Everything they said
was important, but it just needed to deal with us. It is
essential to survival of blacks in this country.
One of the main things I get from kids from the
kindergarten on through when they see a black person in
leadership at school they identify immediately with the
color. They say, "Hey, here is someone in a position I
can relate to. If I have a problem I can go to him, but
when they get to the person, there is no communication.
They say, "Mom, he's an Oreo." "He is not interested in me
as a black person." The black people today spoke of
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Blackness in the third person—Black People (intellectuals)
this—Black People that (not identifying)
.
Black Educator :
Can you imagine what this conference would be like if
it were in Southeast San Diego Community today rather than
here in Mission Valley in these opulent surroundings?
You as a black parent are dealing with us as black
intellectuals in the environment that we are most
comfortable in.
Parent :
We agree with you. You are most comfortable.
Why are you more comfortable in these surroundings?
Were you ever Black? How could you get all that out of
you?
Black Educator :
I work at University, which is a most unreal
environment. I guess I am isolated so I am bicultural and
biculturated too.
Parent :
I am wondering at you. I am an irate parent. I am
mad as h . My child is suffering over there in a school
in Southeast San Diego where he chooses to go because he is
Black and always will be Black and you talking O". that
phony level. We need some people to interact wi h that
237
young man and his peers the way that you do with those
white kids at University.
interject—why ask him?)
(Parent : May I
'Cause he looks like a Brother and if he is can't he
get on a level of love and all with me and you say you
don't ....
Black Educator :
We are really talking about education of kids and I
don't know what love has to do with education of kids. If
love is important, we must define love in an educational
context . That means what we got as kids—expectations,
consistency, reporting to parents. A teacher is to teach,
not love. Students are here to learn, not love.
Black Educator :
Education trains people to make money
—
perform jobs.
Black kids need to know how to survive. They need to know
how to deal with the real world--how to be disciplined.
Parent
:
How do you teach that if you do not know it?
Black Educator :
Black children will learn through consumer education;
politics, etc.
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Parent ;
I guess we have talked about question 1, and this one,
which I read earlier and question 2:
Educators need to understand the black community
and how it influences the black child so that
the black child's formal education can be made
consonant with his present and future real-life
roles.
Let us now go on to question 3. The importance of our
history being passed along in the school system:
Black history and heritage and the great
contributions of Blacks to the building of this
country need to be integrated into the total
curriculum for all pupils.
Do we as a group think it is necessary to teach black
history as a heritage and a great contribution of we, as
black people, to this society?
Parent :
I think differently. Not just to black children, but
to all children. It will give our children self-esteem
and pride. The black child needs to know that his people
did something great. If it is humanistic, all people need
to be taught. It is more to Blackness than the Jeffersons
and Good Times on TV. Should be done every day.
Black Educator :
Black students revolutionized our curriculum--the
Black protest and into my office came salesmen from all
over selling "junk." Industry began to produce artifacts,
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etc., just for commercial purposes, all sorts of hardware
and many times inferior materials. Also, I respect the
intellectuals who spoke today and I thought they spoke
generically when they used the third person. Also, I would
like to say that black teachers need just as much inservice
as their counterparts. We tend to educate people away
from themselves. Blacks have always had self-esteem. That
was our survival in the system. The ghetto and poverty
was a motivating factor in my life. I did not like it.
I do not have to live in poverty to relate. Let us say
we need to reinforce that self-esteem that youngsters bring
into the schools. The school does not give him self-
esteem. Let us reinforce the system with true black
history and teach it to all students.
Black Educator :
How do we put black history into the curriculum? I
am an elementary school teacher.
How do we deal with the rage? Kids see it every day.
Do we teach that?
Parent :
Our children see the "rage" daily. You read European
history and you do not see the "rage." I think black
history should be the same way. The truth does not have
to be "rage." There are some beautiful things black
people did.
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Parent ;
"Rage" is beautiful. We need to be outraged with
what is going on. Do history truthfully.
Parent :
When I was in school, I saw black people picking
cotton. That was it. Otherwise, I learned what my parents
taught about it. This was very important. I went to
school where I was the only Black. I fought every day or
I had to run, and the more I fought, the more I had to run.
I saw nothing about Blacks and I used to wonder—where am
I? Where are the Blacks? If I had known that without
Blacks to pick the cotton, the whole economy would have
failed. We invented pottery—we made iron— the Romans took
iron and made it into war weapons. Things like this gave
me a more positive perspective.
Parent ;
Are you saying rage should be incorporated into
history?
No. The child will not be able to achieve [much
disagreement on this issue]
.
Black Educator ;
There is a purity and beauty in black history. Let
us go on to question 4:
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The educational system must establish positive
black role models in its curriculum and in its
staffing.
We are going to have trouble with this one. Positive
black role models are perceived differently by those for
whom we are trying to provide the model. Just as we have
heard criticisms of the black intellectual today, that is
how role models are treated. It is really a problem of
communication. Not so much verbal, but nonverbal. I can
recall when I was growing up, one of the greatest models
in the community was the teacher. He was the resource for
many things. People went there for counsel.
We need positive black role models, obviously. The
teacher is; a model.
It seems now that the black intellectual has a problem
going into the community. He knows the community, but does
not have the respect of the community.
People confuse black history by using the same white
models, using black faces.
Students coming into a university, unless it is a
black university, must know that it is a white university.
We must look at the reality of the system we are in and
how we build support systems which will allow us to retain
our uniqueness as black people, even if in a white environ
ment. If black people control a school, they can control
the way it functions. We have to consider how wo can get
the most out of it, knowing that we do not contr, it.
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Parent :
Black kids need money to go with the black pride and
black esteem. Until you get an economic base, "hang it
Black Educator :
Money is important, but we can do lots of things
without money. For example, many ethnic groups, Japanese,
Jews, whatever, do alot of things outside the public
schools on the weekends. There is no reason why we cannot
have a school on weekends to deal with the kind of things
we want to deal with.
That does not take money. It takes committed people
volunteering
.
Parent :
It is true that schools in our communities in Spanish
and black communities, the whites do control. Given this
fact, how can we establish some positive black roles in
the curriculum and staffing of our schools? We do have
black people on the staffs, but how can we get blacks with
a positive image as role models for our children?
Black Educator :
What about getting the people in the community so the
kids can see those as positive role models.
If the schools are totally Black and they are
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controlled by Whites who are not there, the school would
not function if its black population was not there would
it? There are different ways of establishing control.
Even though Whites are controlling that particular school,
if black parents and students express concerns, that can
have tremendous effect.
Parent :
That is easier said than done.
Black Educator :
That means people have to get togehter and get goals
and objectives.
Parent :
We have a committee of parents that are working at
taking over the school, but the principal cannot be worked
with. How do we organize to get some things like this from
black intellectuals for our children.
Black Educator :
Let us talk about parent involvement. If the school
is closed, you have to use the community as a resource and
get into that school. We found that there was a dispro-
portionate number of white students in high achieving
classes and a disproportionate number of Blacks in low
classes. We got black psychologists togehter and found
tests so biased that we would not give any more of those
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tests in San Francisco.
The point is that black parents learned to explain the
issues. Without their support we could not have done it.
The final area was priority for parents:
All educators, but especially counselors must learnto understand the unique needs black children willhave for support if they are to succeed academically.
Lack of understanding and stereotypes have been used
to rationalize steering too many black children out
of academics and into low academic self-expectations
.
Black Educator :
I do not think black children have unique needs.
Parent :
Black children do come from a different culture and
we should be sensitive to this.
Black Educator :
Counselors in San Francisco never function in the role
of counselors. They mostly deal with behavior problems.
Their loads are unreasonable. This is an indictment
against the system, not the counselor. Counselors often
say to black kids, "There's nothing wrong with being a
plumber or a mechanic." I say, there is nothing wrong with
being a chemist or physicist if that is what the child
wants to be. This counselor assumes that this black child
is best suited for less academic areas.
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Parent :
Counselors are mostly to keep things as they are.
Black Educator :
Counselors should be advocates but most are negative.
Parent :
We are very concerned about stereotypes and placing
our kids in tracts.
Black Educator :
Many kids are not qualified for university because
they have not been in a college preparatory curriculum. If
the student does not go through the courses that prepare
him, he misses a whole area which is needed for college.
The most important thing is to develop some parental
monitors to see that the students ....
Parent :
Why put that on parents when school has responsibility
to counsel children? They get money for all this. They do
it in the other areas.
Black Educator :
If a high school has a 30 percent black high school
and you have a counselor who believes that blacks should
not go into academic courses, who will see to this?
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Parent :
Parents
.
Black Educator :
Going to college is a political phenomenon. Middle
class children go to college because that is where parents
want them to go.
Middle class parents do not have to be at the school,
they play golf on Saturdays, etc. They have contacts.
Parent :
Counseling was voted the major concern by our parent
group . We must end this dialogue now, but with the consent
of you teachers, principals, and counselors, this will be
our problem for continued dialogue toward finding some
solutions with parents and teachers working together. We
can find answers. We can make the system hear us.
SAMPLE 1: TEACHER COMPETENCIES—HISTORICAL
ANTHROPOLOGICAL AND SOCIOLOGICAL
(PARENT PERSPECTIVE)
247
What should teachers of black students know and teach
about the historical heritage of black people?
!• Because of the inconsistencies of Afro-American
history, we feel that it should be divided into
five parts. Teachers of black children should
know each part and it should be taught to all
children, not just Blacks.
A. African Experience.
B. Slavery Period.
C. Post-Slavery.
D. Reconstruction.
E. Modern Times.
2. Because black parents were taught only the white
emphasis, they will need to learn more about
Blacks, but here are some of the facts that would
help pride and self-image for black children.
A. In particular to black experience, is showing
how certain values have led to our survival
and that where the truth about pre-slavery and
African experiences are needed for a good
self-concept:
(1) African heroes should be taught to clarify
the history of Pharoahs.
(2) Wars of subjugations of Africa.
(3) Arab role in Africa.
(4) Relations of Africa and Europe.
(5) Africa as the cradle of civilization and
the first humans.
Analyze—Pre-slavery relations of Africa and
Europe; economic systems, political systems.
3 .
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Encounters Crusades, Spain and Moors, Portugal
and Angola.
4. List of patents of inventors, builders, discov-
erers and statesmen should be a part of all
history taught.
5. Analyze—culture from mythology—Ben Bear—Aesop;
Historically—Crispus Attucks; Socially—Ralph
Bunch; Economically—Dr. Goodlet; Politically
—
Barbara Jordan and other black leaders in politics
nationally and locally.
5. Contemporary values
A. Food--so-called "soul food."
B. TV—watched and how minorities are pictured.
C. Athletics—basketball, baseball, football.
D. Styles—men's clothing, women's hair styles.
E. Religious patterns.
7. African problem
A. Oppressive laws--no knock clause.
B. Affirmative action.
8. Affirmative Action
A. African problem.
B. Unemployment.
C. College time.
D. Which way. Black America.
9. Relevance of "Good Times"
A. Black newscasters and newspeople.
B. Quality of literary publications.
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Home Family Relations
1. Moynihan Report—False
A. Census reports.
B. Causes for types of family.
C. Redefinition of family.
2. Relations betwixt:
A. Mother— son.
B. Mother—daughter.
C. Sister—brother.
D. Big mama
—
grandfather.
3. School
A. Playtime.
B. Age groups— 1-10
,
10-12, 12-15, 15-18, 18-25.
C. College.
D. White people effect.
4. Extended family
A. South
B. North
5. Family time in city
A. Education.
B. Community participation.
C. Authorization from opinion leaders.
D. Income.
E. Material goals.
F. Political power.
250
Community Culture
1. Census reports
Private and government agencies reports.
2. Compare target and example systems attitudes about
Blackness
.
3. Parent attitudes, student attitudes, teacher
attitudes, administration attitudes.
4. Condition of community
A. Economic, political, leadership.
B. Need to develop community.
C. Doctors lawyers, organizations.
The Church Community Culture
1. Catholic Church.
2. Traditional Black Church
A. Economic return to community.
B. How church gives political support to
community.
Music, art, and literature, records, poetry,
specific groups, old, young. Graf fiti--explain,
"West Coast Corps."
3 .
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SAMPLE 2: COMMUNITY PARENT CONCERNS IN RESPONSE
TO CHCALT I AND II; BLACK PERSPECTIVE
(PARENT PERSPECTIVE)
Community parents were called together to discuss the
development of a philosophy of education for trainers of
teachers and the black child. A multicultural approach,
the CHCALT is an acronym for Community, Home, Cultural
Awareness, and Langauge Training. The consensus of parents
was that teachers and trainers of teachers lacked know-
ledgeable insight into the environmental and cultural
values of the children for effective teaching strategies.
Therefore, labeled many students as low achievers in the
classroom.
The areas of community, home, and cultural awareness
were primary in the discussion and thus singled out those
areas as instrumental in developing the interest and
motivation of the children.
Below is a list of suggestions from the meeting of
concerned parents of black children:
1. A curriculum that is relevant to their environment
and culture.
2. Development of role definition that black students
may emulate (actual and historical)
.
3. Development of an extensive historical perspective
on black heritage.
4. Knowledge of roles of community institutions in
the community and family socialization.
5. Knowledge of community and family values.
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6. Counseling of students; responsibility,
discipline, motivation, and values.
7. Academic excellence.
8. Psychology of the black child.
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SAMPLE 3: SESSION 6—AREAS OF CONCERN WHICH MUST
BE CONSIDERED IN IMPROVING EDUCATIONAL
BENEFITS FOR OUR CHILDREN
(PARENT PERSPECTIVE)
Values
. What are some of the things that parents
could share in dialogue with teachers about values?
1. Most black parents place responsibility on the
older child for his younger brothers and sisters.
This child may have to make the lunch and finish
getting young ones off to school. This child may
also need to divide the lunch money or buy and
issue the school supplies needed. He is
responsible for a group and to a group so he may
learn better in a group where he is helper and
being helped. Often he may be late to school
when his responsibility is greater for some
reason.
Teachers must know: our children must accept
responsibility. They must respect adults.
What can teachers learn from black parents about
what they value most from school?
What are the most important problems that arise
frequently in the schools which keep our children from
learning?
1. Lateness caused by responsibility at home . This
causes my child to be late from time to time and
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the school will not accept the excuse. I go to
work early. My oldest child is responsible for
getting the other three smaller ones off to
school. Sometimes he has trouble herding them
around and he is late, but he accepts his
responsibility and does it.
3. Counseling
. Education does not train teachers and
counselors to know and respect the wishes of black
parents and children. They follow rules of the
system and our children do not get into classes
that we want for them, or that they want. The
school system should not determine that my child
cannot go to college, especially when he is only
in junior high. They really cannot do this anyway
because if the child wants to go and I approve of
it, he will go anyway. His self-confidence is
ruined by telling him he cannot go to college.
Black children are sent to counselors because of
the way they dress. This is a middle-class value.
We put more stress on being clean than on how you
dress
.
3 . Academic skills are a problem . Why do our chil-
dren fail to take chemistry, math and physics?
They are highly prized by black parents and a
great harm is done to the child by not allowing
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him to take difficult subjects and seeing that he
passes. Parents would rather see a child kept
back to learn math or chemistry than to be put
into typing and kept back because this is a world
of science and math today.
4 . School rules . There are some that do not make
sense to kids. Nowadays, kids need to be
explained why the rule and also they need to help
make the rules and then they will keep them.
Results: Voted
• The most important problem is counseling. Academic
skills is second.
• We will begin with counseling. What is it? How is
it? How should it be? What can we do about it?
• Parents will discuss this with educators.
• Counseling is the greatest problem for educators
also, because of the school district rules.
• Parents can go to the school and demand things but
they take it out on the children. The problem is
not changed when this happens.
After many meetings and hours of dialogue, the parent
group offered the following recommendations to black
educators, and signed by the representatives of the Black
Parent Committee. This list is not considered exhaustive
or final, but is an indication of immediate priorities.
1. Black children have coherent systems of values and
morals. Educators need to understand and respect
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these systems and how they grow and develop.
2. Educators need to understand the black community
and how it influences the black child so that the
black child's formal education can be made
consonant with his present and future real-life
roles.
3. Black history and heritage and the great
contributions of Blacks to the building of this
country need to be integrated into the total
curriculum for all pupils.
4. The educational system must establish positive
black role models in its curriculum and in its
staffing
.
5. All educators, but especially counselors must
must learn to understand the unique needs black
children will have for support if they are to
succeed academically. Lack of understanding and
stereotypes have been used to rationalize steering
too many black children out of academics and into
low academic self-expectations.
The recommendations formed the basis from which a
suggested list of teacher competencies were developed by
the parents related to their perceptions of what skills
teachers need to enable them to more effectively work with
the black students.
SAMPLE 4 : SUMMARY OF PARENT CONCERNS ON
THE CHCALT : BLACK PERSPECTIVE
257
following summary was prepared by the Institute
for Cultural Pluralism parent group. The following are
areas that must be considered by educators if the black
child is to develop intellectually to his greatest
potential
:
1. How relevant is the average curriculum to the
black child?
A. Is her/his culture emphasized negative or
positive, or is it totally ignored?
B. How much consideration is given to his
environment and culture?
C. Are we all aware that his/her culture involves
his speech
,
his community
,
his religion, his
diet, and positively his rich history?
Statement— If the child is made to feel ashamed of his
culture and environment and is fed instead, a "white
colored" culture, then his image is impaired, his self-
concept hindered, and his/her ability to learn is impaired.
The teacher, if educated to the importance of this
statement in the life of a child, can play a major role in
the education of the black child.
2. Black children need models that are relevant and
that they are able to emulate.
The black child cannot emulate an all white
school leadership. He cannot emulate someone
that does not understand his culture. He must
have someone that can communicate with him;
that is aware of his history and culture.
A.
258
B. The black child needs his history taught in apositive way very early in life to helpdevelop a true perspective of himself.
C. Class assignments should be more black
oriented, libraries should include books that
he can use to learn about his own history.
These should be carefully chosen to give the
"right" image of his history.
3. How much knowledge of the role of black community
do teachers have?
A. The home is where family history and values
are passed on.
B. The church is one of the strongest institu-
tions in the black community that also teaches
values
.
C. There are values attained from other group
activities in the black community.
Therefore, the black child already has morals and
values, that are culturally oriented and does not need a
"new" set of values, but proper development of the ones he
has already begun to learn from his own home , community ,
church, etc.
4. The most important problem area for black children
is counseling.
To Counselors and Teachers:
• How much do you really know about the black
child and his/her community?
• Is your information stereotyped, or have you
done some homework of your own?
• Are you wasting most of your time trying to
teach him "White Middle Class Values," without
recognition and respect for what he brings to
school? Why not find his/her values; you may
find yourself enlightened, and better able to
help him.
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Counselors
:
Be aware of your influence and never negatively
educate. Please positively educate.
• Please seek to steer the black child in an area
of his academics, and not into an area of
frustration and defeat.
• Be positive, motivate. Good results are much
more rewarding than realizing the part one has
played in causing another failure or drop-out.
5. Black children are different from white children--
they are different from red, brown and other
children. Being different is a positive asset .
The psychology of the black child is also
different:
• He/she is less aggressive.
• Has his/her own body language.
• Is sensitive to the way educators approach the
study of Blacks, and is also sensitive to how TV
and radio and newspapers present him.
• He is aware of the way that you look at him to
disapprove his look of his dress, even when you
are silent about it.
Teachers should be aware of the black child's way of
responding to these approaches to self and his/her people.
SAMPLE 5: PARENTS ADDRESS BLACK
EDUCATOR'S CONFERENCE
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The Institute for Cultural Pluralism organized a group
of black parents in January 1976 to provide input and
guidance in the development of multicultural teacher
programs. The parent group focused its efforts by
cr^tiquing the Institute's CHCALT Process as it regards
training teachers to work with black children. CHCALT is
an acronym for "Community, Home, Cultural Awareness and
Language Training." This general, multicultural teacher
training process is the basis for the Institute's academic
credential and degree programs.
After many meetings and hours of discussions, the
parent group offers the following recommendations. This
list is not considered exhaustive or final, but is an
indication of immediate priorities.
1. Black children have coherent systems of values and
morals. Educators need to understand and respect
these systems and how they grow and develop.
2. Educators need to understand the black community
and how it influences the black child so that the
black child's formal education can be made
consonant with his present and future real-life
roles
.
3. Black history and heritage and the great
contributions of blacks to the building of this
country need to be integrated into the total
curriculum for all pupils.
The educational system must establish positive
black role models in its curriculum and in its
staffing
.
4 .
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5. All educators, but especially counselors mustlearn to understand the unique needs black
children will have for support if they are to
succeed academically. Lack of understanding and
stereotypes have been used to rationalize steering
too many black children out of academics and into
low academic self-expectations.
APPENDIX B
EDUCATORS RESPOND
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APPENDIX B
EDUCATORS RESPOND: IMPLICATIONS
FOR TEACHER EDUCATION
This section which follows contains excerpts from the
responses of the following outstanding black educators who
were presenters at the CHCALT Multicultural Process; Black
Perspective, Fall 1976.*
1. Dr. Norma J. Anderson, Professor and Assistant
Dean of Graduate Affairs, School of Education,
University of Massachusetts, Amherst, "Socio-
cultural Awareness and the Black Child."
2. Dr. Lerone Bennett, Historian, Senior Editor,
Ebony Magazine, "Historical Perspective; Black
Americans .
"
3. Dr. Enid Blaylock, Chairman, Intercultural
Education, Long Beach State University, "Issues
of Growth and Development and the Black Child."
4. Dr. Edgar Epps, Marshall Field IV Chicago; and
Department of Political Science, University of
Chicago, "Politics and the Education of Black
Americans .
"
5. Dr. Robert V. Guthrie, Research Psychologist, U.S
Navy Research Laboratory, San Diego, "Psychology
of Black Americans."
6. Dr. Asa G. Hilliard, Dean, School of Education,
San Francisco State University, "Goals and
Strategies for the Education of the Culturally
and Linguistically Distinct."
7. Dr. James Kerri, Chairman, Afro-American Studies,
San Diego State University, " Anthropolotical
.
Implications of Education and the Black American.
*Complete texts of positions papers are being
published through the Institute for Cultural Pluralism
San Diego State University.
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8. Dr. Eddie S. Meadows, Music Department, San DiegoState University, "Aesthetic and Spiritual
Perceptive .
"
9. Dr. A1 Sullivan, Deputy Associate Superintendent,
Special Education, Dallas Independent School
District, Dallas, Texas, "Current Educational
Research; Diagnostic and Prescriptive Strategies."
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Topic: An Historical Perspective, Black Americans
Presenter : Dr. Lerone Bennett, Jr.
IMPLICATIONS FOR TEACHER EDUCATION
!• The major function of the social scientist in
America is to provide the rationalization for
which this country exists.
2. American history cannot be understood independent
of Blacks, Indians, Mexicans who made it
possible
.
3. Curriculum cannot be just overhauled, it must
reflect the change in Americans' perspective on
the reality of pluralism. We need more than
superficial alteration of curriculum.
4. Our nation is in need of a new history, who will
have the will and courage to create it?
5. Young and older Blacks need each other. Young
Blacks need to know about the spiritual strength
of the "tough old cats" in the generations ahead.
Older people need to know about current
struggles
.
6. Parents have a major role in achievement of
educating black children.
7. Issues such as busing clutter the stage for real
issues
.
8. Education must be for liberation. Black students
need to continue to struggle for liberation.
9. Schools should be a part of the community
Untouched skills exist in the black community.
10. Unemployment is a real issue in the black
community. 64% of black teen-agers were
unemployed last year, 30 - 40 % of mothers and
fathers
.
11. Institutions must change to give black support
must transform institutions as they now destroy
people.
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12. Negative teacher attitudes in the classroom is
a national disaster.
13. Education must provide strategies and method-
ologies to deal with the symptoms of problems of
institutional racism in the schools. Black
studies was the most important issue of the
decade. It raised the whole issue of European
Centered American Education.
14. We need to reorganize to rid ourselves of the
Anglo-Saxon dominance and open the way for all
peoples. (Bennett, 1976)
SUGGESTED AREAS OF TEACHER COMPETENCY
1. An historical perspective as viewed by black
writers, of the ways in which Blacks have
contributed to "shaping of America" in all areas.
2. An awareness and knowledge of misrepresentations
and omissions of the history and cultural
contributions of Blacks to the development of
America
.
3. Sensitivity and knowledge of the factors of
institutional and individual racism which enter
into the efforts to provide equal educational
benefits to Black Americans.
4. A knowledge of and commitment to strategies,
methods, and techniques for preserving and
reflecting black history and culture in school
curricula at all levels, for all learners.
(Bennett, 1976)
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To£ic: Anthropological Implications of Education
and the Black American
Presenter : Dr. James Nwannukwu Kerri
IMPLICATIONS FOR TEACHER EDUCATION
1. The training and education of administrators and
teachers must of necessity include a cultural
component to better prepare them to function
effectively in a culturally pluralistic setting
such as currently obtains in the United States.
(Kerri
,
1976)
2. Both school administrators and teachers need an
understanding and awareness of the cultural
diversity of the population from which their
students are drawn.
3. Teachers and school administrators who are more
culturally aware would improve their under-
standing of their students and also more
effectively have diversity reflected in their
expectations as well as the curriculum.
4. Through the cultural awareness and improved
expectations of the teachers and administrators,
the schools would be more prepared for black
children, and children of other ethnic minorities.
5. Education cannot be considered solely in terms of
formal schooling. The informal socialization of
the child begins long before formal schooling.
(Kerri, 1976)
SUGGESTED AREAS OF TEACHER COMPETENCY
1. The ability to apply a relativistic and holistic
approach to the study of culture.
2. A knowledge of the patterns and factors asso-
ciated with cultural change and diversity.
The ability to apply strategies for change needed
to work with a wide variety of peoples and
groups
.
3 .
268
2^£>ic: Sociocultural Awareness; a Black Perspective
Presenter : Dr. Norma Jean Anderson
IMPLICATIONS FOR TEACHER EDUCATION
General Implications for
Educational Curriculum
1. It is important that educators have an under-
standing and knowledge of the cultural and
environmental background of black children.
2. Educators should accept black English as a fully
formed linguistic system on its own right and
there is a definite need for exposing youth to
the etiological significance and usefulness of
"Black Speech."
3. It is the obligation of the schools to teach new
values and belief systems that will enable young
people to view their environment critically and
face existing problems as challenges to be met,
rather than conditions to be adjusted to,
considering the cultural values each brings to
the situation.
4. In designing educational curriculum and in the
formation of teacher training programs, negative
stereotypes of black cultures should be dispelled
by the inclusion of black cultural values in the
curriculum.
5. Because parents and community members have a
"firsthand" knowledge of the black community,
they should assist in sensitizing teachers to
how it affects the black community.
6. Educators can learn much from observing black
parents and their relationship with their
children.
7. Black cultural understanding can enable white
teachers, students and parents to develop a
positive image of black people and their culture.
(Anderson, 1976)
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SUGGESTED AREAS OF TEACHER COMPETENCY
!• Skills in integrating the cultural and environ-
mental background of black children in the school
curricula.
2. Developing skills in understanding black speech
and using the language of the black child as a
medium for language arts.
3. Skills in critical thinking and societal analysis
of the child's environment.
4. Skills in developing curricula that integrate the
diet, values, social relationships and societal
perceptions of black people.
5. Skills in combating dehumanizing conditions in
schools
.
6. Developing techniques that integrate parents in
the process of the school curricula.
7. Skills in sensitizing persons to black culture.
(Anderson, 1976)
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Topic : Issues in Growth and Development
of the Black Child
Presenter : Dr. Enid Blaylock
IMPLICATIONS FOR TEACHER EDUCATION
1. Diversity is a Factor in Planning for Blacks.
Like other ethnic groups, black Americans
represent a wide range of cultural values,
educational, social and economic backgrounds,
political orientation, ethnic identification,
religious, moral and ethnical behaviors, and
personal philosophies. It is therefore,
difficult and hazardous to talk about black
Americans in general terms.
Although the bio-physical laws which govern
human development are the same for all human
beings, the sociocultural environment plays
a major role in determining how a particular
individual or group grows and learns.
(Blaylock, 1976)
2. Education Must Address the Needs for Growth and
Development of the Black Child in All Areas and
at All Stages of Growth.
3. A Comprehensive Assessment of Community Services
Relative to the Growth and Development Needs of
Black Children is Urgently Needed. These
services include:
A. Parent Education
B. Health Facilities
C. Educational Services
D. Employment Services
E. Cultural and Recreational Facilities.
SUGGESTED AREAS OF TEACHER COMPETENCY
1. Self-assessment in relation to readiness to work
with parents and community to combat oppressive
conditions which produce failure of institutions
to serve the growth and development needs of their
children.
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2. The ability to detect the incompatibility of
certain child growth and developmental theories
with the culture and life style of Blacks in any
one setting. (Blaylock, 1976)
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Topic ; Current Educational Research; Diagnostic
and Prescriptive Strategies
Presenter : Dr. Allan R. Sullivan
IMPLICATIONS FOR TEACHER EDUCATION
!• Most of the data indicate that black youth and
their parents have high educational and occu-
pational aspirations, which are not carried
through to achievement levels. The reward
systems of American Society are most irrelevant
to the lives and aspirations of most black
youth. (Sullivan, 1976)
• The performance decrement of significant
numbers of black students is not patho-
logical in origin nor does it originate
from any deficiency or flaw in the
characteristics of the person.
2. There is a need for critical revision of teacher
training programs to address the problem of equal
and excellent education for the culturally dif-
ferent, as many teachers are products of training
programs which gave little, if any, attention to
training for cultural pluralism.
• The attitudes, beliefs, knowledge and
instructional behaviors of teachers need
to be critically examined in light of new
knowledge and literature concerning
cultural pluralism and its implications
for education of the culturally different
youth.
• Current teachers and teachers in training
need to understand how their feelings and
beliefs strongly influence their actions
in any one given situation. Many of these
feelings and beliefs are rooted in the
historical perspective of American
education, a perspective which did not
provide for Chicanos, American Indians,
Asians, and Afro-Americans.
3. Education in the present is for youth who will
spend a significant portion of their lives in
the twenty-first century.
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• Advances in technology indicate the need
to prepare teachers and learners for the
future through the use of "flexible and
generic instruction paradigms."
4. An effective diagnostic-prescriptive model pro-
vides for collecting the needed data from numerous
sources and allows teachers creative ways for
exploring learner needs, individually and in
groups. (Sullivan, 1976)
• Diagnostic - -an informed ethnoscientif ic
formal or informal professional appraisal
of the focal areas for which intellectual
and psycho-social growth experiences well
designated commensurate with the learning
styles and needs of the individual and/or
group
.
Diagnostic-Prescriptive strategies estab-
lish responsibility for the learning/
teaching act on both learner and teacher.
• Prescriptive—precise written intellectual
and psycho-social growth plan for an
individual and/or group which identifies
procedures to be utilized, anticipates
impact on focal learning areas identified
in the diagnostic process and criteria for
determining the process.
Prescription implies clear goals which are
related to the scope and sequence of the
subject matter as well as to learner and
instructor needs.
• The focus of the process is on the
individual and on the total class.
• The process is not just for remedial
purposes, but emphasizes positive interactive
experiences as well.
• The affective developmental skills as well
as the cognitive skills are emphasized, thus
the focus on education of the whole child.
• Continuous feedback and evaluation are
fundamental to the process. (Sullivan, 1976)
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SUGGESTED AREAS OF TEACHER COMPETENCY
1. Sensitivity and knowledge of how traditional
education has strongly influenced teacher beliefs
and attitudes toward black youth, and the ability
to assess one's own behaviors in interaction with
learners
.
2. Awareness of the societal factors which indicate
a need for futuristically oriented educational
approaches, and knowledge of methods and tech-
niques for implementing these approaches in the
classrooms
.
3. A knowledge of how to utilize individualized
instruction in facilitating learning.
4. The ability to establish realistic performance
criteria based upon learner and teacher needs and
skill in devising criterion referenced tests which
are appropriate to the individuals and/or groups
served
.
5. Competency in dealing with students' culturally
related behaviors, and differences in learning
styles. (Sullivan, 1976)
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Topic: Psychology of Black Americans
Presenter : Dr. Robert Guthrie
Discipline : Psychology
IMPLICATIONS FOR TEACHER EDUCATION
Inherent Problems Found in Predicting and
Interpreting Human Behavior
Human behaviors are not static conditions. For the
most part, they are learned and maintained because of their
consequences, i.e. (a) behavioral consequences are derived
from social-environmental circumstances strongly influence
behavior; (b) human behavior is affected by an infinite
number of social and environmental variables; (c) isolating
human behaviors cannot be accomplished with the exactitude
as we do with physical quantities; (d) human behavior is
subject to elusive and varying definitions and interpreta-
tions are strongly influenced by socioeconomic status of
the interpreter. Among the most captivating and engrossing
aspects of the psychological labelling and measuring
processes have been these attempts to measure and quantify
human traits and abilities in respect to some model of
normalcy.
Psychological diagnosis in itself is often misleading
and tells us little about the client; however, it reveals
much more about the environment in which an observer finds
him.
Anthropological data suggest that behaviors labelled
as bizarre in one culture might be considered acceptable
in another culture even when these cultures are contiguous
rather than separated by continents or great distances.
Complicating the problems relating to labelling,
measuring and cultural biases is the findings published by
"experts" from the psychological, sociological field who
more often than not have not exprienced any degree of
interaction, sensitivity and/or rapport with the popula ion
being studied.
Race of the examiner is devalued by white academic
psychologists who are attached to sites where little or
no
minority representation is witnessed.
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The Need for a Black Psychology
At present there exists a scientific community ofblack scholars whose daily lives are affected by racism.
This has brought about unified concerns on a number ofissues within the discipline of psychology. Concern over
inappropriate research stances (deficit modeling) and
applied programs (urban and community psychology) are among
the major priorities of black psychologists. It is hardly
debatable that the science of psychology has failed not
only in the provision of adequate knowledge for black
people, but has contributed immensely in constructing
barriers to the proper mental processes needed to provide
and/or construct such data. Additionally, there exists
data that indicates that psychology's time-honored psycho-
metric tools are not only biased against black people but
are just plain inadequate for providing any useful data.
There is a need for a body of knowledge directed
specifically to black Americans that traditional psychology
has failed to provide in order to meet the needs of this
population.
Historical Barriers in the Study of
Black Americans
Submission to faulty authority, the influence of
custom, racial prejudices, and psychology's reliance on
psychoanalysis
.
There are many tests used which have doubtful validity
where people of color are concerned and are often adminis-
tered by culturally biased examiners.
The four events which affected the philosophical
biases and research stances concerning black Americans are:
1. Darwin's Origin of Species by Means of Natural
Selection—this theory explains much of how
psychologists go about doing what they do today.
It is a theory which has strongly biased present-
day research. The deficit theories used to
explain behaviors of Blacks as individ >.ls and a
group have their origin in Darwinism.
2. Si r Frances Galton's Eugenics—he prom ed racial
improvement through selected mating. ’ beliefs
have extended into present-day theorie v.oporting
the damaging work of Schockley and Jer.. . .. It is
also evident in IQ performance tests.
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3 * Theory of Instincts—McDougall, a social psycholo-
gist promulgated strong racist concepts through
this theory.
Mendelian Genetics—His work was valid for
physical differences but to unsubstantiated
parallels in psychological behavior, without
regard for environmental conditions.
Black Psychology and the Psychology
of Black Americans
Historical barriers have created the need to establish
new courses in order to provide accurate and useful
information for black Americans. The applied subject
matter of the psychology of black Americans must grow from
a strong theoretical investigation; hence, the need for a
black psychology is called for.
Black psychology is a "Third World" philosophy, e.g.,
not committed to the authenticity of traditional European
and American psychology, born out of a need promulgated
through neglect rather than from traditional theoretical
stances
.
A panoramic view of our versatility and variances can
be seen in the writings of early black American sociolo-
gists who so vividly described the world from a black
perspective. (Guthrie, 1976)
SUGGESTED AREAS OF TEACHER COMPETENCY
1. A knowledge and awareness of the inherent problems
found in any effort to predict and interpret human
behavior
.
2. An awareness of the need to relate to the behavior
of black children independent of the existent
outmoded racist theories.
3. An awareness of the inhumane nature of the tradi
ional educational, sociological and psychological
theories that have not addressed the needs of
black people, and have more often than not been
damaging to Blacks.
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4. A knowledge of the literature produced by earlier
and recent black psychologists directed
specifically to black Americans.
5. The ability to assess one's self in relation to
racist attitudes held due to the influence of
stereotyped theories about Blacks which are rooted
in traditional sociological, educational and
psychological theories. (Guthrie, 1976)
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Topic : Aesthetics and Spirituality: A Black
Musical Perspective
Presenter : Dr. Eddie S. Meadows
IMPLICATIONS FOR TEACHER EDUCATION
1. Black Music is a reflection of the black man's
spiritual and aesthetic interpretation of his
personal and collective experiences in America.
As such, it cannot be described or evaluated by
a white aesthetic.
2. The historical heritage of black people has its
roots in the black music which expresses the
spiritual and aesthetic experiences that Blacks
have undergone since Africa; and affirms the
strength of the black people to survive; it
carries the aesthetic and spiritual value of black
humanity. It is the expression of black culture,
in an aesthetic and spiritual sense; it is a
factor which helps define the self-concept of
black people.
3. The Black Church has carried the role of
liberating emotional experiences for black people,
and has served to preserve much of the unique
riches of black music.
4. The many forms of black music have provided a
characteristic to American music which should be
respected as basic to American life and culture
and should be an integral part of the curriculum
in schools for all children. This recognition
should extend to black musicians whose creative
genius has served to give to the world an authen-
tic cultural experience which can only be produced
out of one's own reflective black experience.
(Meadows, 1976)
SUGGESTED AREAS OF TEACHER COMPETENCY
1. A knowledge of black music's contribution to the
mosaic of American life.
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2. Skill in integragion of black aesthetics and
spj-rituality into the total curriculum.
3. Sensitivity to the unique contribution of black
music as a medium of communication. (Meadows,
1976)
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To£ic: Politics and the Education of
Black Americans
Presenter : Dr. Edgar Epps
IMPLICATIONS FOR TEACHER EDUCATION
!• Education is an integral part of the political
process
:
• It must be viewed within the context of the
total set of institutional arrangements
that make up the central core of society.
• Inequities in society based upon race,
religion and social class will be
reflected in the schools. (Epps, 1976)
2. Schools serve the political objectives of those
who have power to make decisions.
• To improve the services of schools to
Blacks, the system's political power
relationships must be realigned to
include Blacks.
• Historically, the schools have failed
to educate Blacks to even a minimal
level
.
• The history of black education is
replete with Blacks striving for
equal educational benefits.
3. The white racist philosophy which has a well
defined rationale for denial of equal educational
benefits to black people, controls the goals and
objects of education in this country today. It
serves to cloud the real issues which we face as
black people.
Among the important questions we must strive to
answer are the following:
A. What forms should education take if it is
to serve the social and political needs
of black people in America?
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B. What do black Americans want from the
educational system?
C. What impact will "The Black Revolution" have
on education during the next three decades?
These are the broad questions which are frequently
lost in the heat of controversy over specific
issues such as busing, community control, testing
and compensatory education. (Epps, 1976)
4. Blacks, as do other ethnic minorities look to
education as a tool for liberation:
In spite of the failure of American
education to serve Blacks adequately
in the past, black Americans share
with other non-Anglo minorities the
belief that education is the means
by which groups move from rejection,
poverty and political inclusion.
However, what is often overlooked is
the fact that each advance in education,
as in civil rights and economics,
requires struggle against entrenched
political power. (Epps, 1976)
5. In spite of minority expectations of the role
which education can play in changing their status
as second class citizens, the system is not
conducive to the realization of these goals and
expectations. This factor has contributed to
movements seeking alternatives to the regular
system:
A key factor leading to the academic
failure of black children is that
administrators and teachers do not
expect them to learn, and conceive of
their function as custodial care and
discipline. Advocates of community
control, decentralization, and various
separatist alternatives to the public
schools base much of their argument on
two beliefs:
A. That white controlled educational
systems will not distribute
material resources equitably;
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B. That teacher attitudes and expecta-
tions often work to the detriment
of black students.
They argue for community control as a means of
assuring equitable distribution of both types of
inputs. (Epps, 1976)
These moves for alternative educational provisions
have caused widespread anger, fear and resentment
on the part of those who now control the systems
in a number of cities. (Epps, 1976)
SUGGESTED AREAS FOR TEACHER COMPETENCY
1. A knowledge and understanding of the political
nature of education and the schools as it affects
the efforts to extend equal benefits to all
students .
2. The ability for self-assessment in relation to the
compatibility of one's personal beliefs and
attitudes toward the education of black people, as
compared to the expectations and beliefs of black
people related to what they want of education and
the schools.
3. The knowledge and ability to implement programs
which will train black students and parents to
combat the remnants of a long history of
educational neglect and powerlessness.
To change this situation, there will have to be a
realignment of power:
• We must become much more sophisticated in
our political activities . . .
• We must form effective coalitions where we
are in the minority.
• We must avoid cooptation.
• We must learn how the political system
works so that we can make it work for us
.
(Epps, 1976)
4. A commitment to the respect and support of
organ
ized black political institutions.
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One of our greatest weaknesses is the lack of
organized political institutions. Most of the
tions that came to prominence during the
sixties are now defunct. Only the Urban League and
the NAACP are operating at anything like their
former strength. These two organizations cannot do
the job alone. We need other institutions that
focus more clearly on the political process and
that can mobilize support for black educational
concerns on a year-round basis rather than only
sporadically when a hot issue emerges—when the
political leaders know that organizations are weak,
they can wait out the protest and go on with
business as usual. (Epps, 1976)
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ToPic - Cultural-Linguistic Pluralism and
Education for the Free Society
Presenter: Dr. Asa G. Hilliard
IMPLICATIONS FOR TEACHER EDUCATION
1. It is imperative that we do an analysis of the
differences between the process of education under
slavery and oppression, and the process of
education in a free society; and examine education
in this country in relation to these findings.
• Education for freedom and education for
colonialism are not the same. The
colonizer uses education to dominate and
manipulate. The de-colonizer uses
education as liberation. (Hilliard, 1976)
2. What are the characteristics of education for
black people in America today? How were these
attitudes established? How are they maintained?
What can Teacher Education do? What can
individuals do?
This quote from Hilliard (1976) describes much of
our status in America Today:
We have had in this century, our own
version of "apartheid" in Jim Crow
segregation. (Daniels, 1971) We are
barely one generation away from the 1954
Supreme Court's decision that ordered
educators and communities to do what we,
as professionals, should have known to^do.
Many of us in this room were "educated
under some of those conditions. Few of us
had the perspective to understand them.
We are still struggling to free ourselves
from both overt and covert forms of racism,
prejudice, injustice and inequity:
• While there have been major studies in
this area, we still have Boston;
• We still have "white flight" and urban
blight in the great cities of our nation.
286
• We still have resistance to affirmative
action;
• We still have bias and mis-assessment
in standardized testing;
• We still have textbooks and curriculum
that are developed as if there is only
one cultural group in our Nation, and
bookd and curricula which make a sham
of the search for truth.
As long as any vestige of these inequities remain
anywhere in our educational system, we will not
yet have learned the designation "free society."
We will have to use the above observations about
colonial dynamics as a structure or framework for
diagnosing our own condition. It is from such a
diagnosis that we get the source of goals for
education for a plural society. We must remember
the past in our present. We do not do this for
the purpose of agonizing, flagellation, or to
promote bitterness or rancor. The time is too
short for that. We must do this so that we do not
waste time and precious resources in invalid
approaches to pseudo-problems. We must do this so
that we do not fail to spotlight the successes in
education in plural America, and they do exist!
We must do this so that we develop the courage to
call them as we see them, and to see them so that
they may be called.
3. The real goal of education in this country today:
The real goal for education in a plural and
free society is the " decolonialized mind.
If we saw our role as educators clearly as
the role of working to "decolonize" our own
minds and then to insure that our schools
would be "non-colonial" and free learning
environments, we could subsume nearly all
of the other goals of education under that
umbrella. Career education, mainstreaming,
alternative schools, technical education,
basic education, moral education, even multi
cultural education and any other educational
thrust take on special meanings whin
decolonization is a priority. If decoloni-
zation of our collective mentality yas our
serious and first priority, you could feel
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it in the wind. The whole ethos would be
fresh, humane, charged, liberated. You
would begin to hear educators speak with
the strong voice of pride, assurance, hope,
and with the real power and strength that
comes from living in a humane condition.
SUGGESTED AREAS FOR TEACHER COMPETENCY
1 • The ability to implement and maintain professional,
personal interactive practices which contribute
toward education for liberation.
2. The ability to understand and relate affectively
with people and groups of varying cultures and
life styles.
3. A commitment to planning and selecting curricula
which respect the worth and dignity of all peoples
and which promote cross-cultural understanding.
4. The awareness that education is a continuous
ongoing process which must be vital to the world
and societal changes.
5. Knowledge and sensitivity and commitment as a
decolonizer, which as described by Hilliard (1976)
would involve the following:
A. While not • necessarily trained in the culture
of any particular cultural group, the non-
colonial educator will be able to lead any
students in an honest search for that student's
own heritage as seen by their own people. At
the same time, the non-colonial educator will
be a capable critic of his or her own cultural
data base and will be embarrassed by immature
chauvinism.
B. The non-colonial educator will demonstrate the
ability to tap the experience pool of any
student and to use that information pool in
the teaching of that educator's own discipline.
C. The non-colonial educator will understand
thoroughly points of view on his or her
subject field which come from at least one
cultural stream different from his or her own.
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D. The non-colonial educator will value and
assist students to express the variety of
belief systems which students bring to the
teaching-learning environment.
E. The non-colonial educator will demonstrate
the ability to understand the variety of ways
in which the high standards of a variety of
cultures can be expressed, and that these
"standards" are indeed equivalent to those
which school people regard as "norms."
F. The non-colonial educator will have an accu-
rate view of his or her own motivations.
G. The non-colonial educator will be comfortable
with differences.
H. The view that the non-colonial educator has
of students from different cultural groups
will match the views that those students have
of themselves. (Hilliard, 1976)


